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Reflection on the roles and tasks of social workers is undertaken continually to define 
and redefine the profession’s mission and purpose as it endeavours to respond to the 
challenges of the 21st century. As part of this ongoing process, a number of internationally 
significant reports examining the future shape and direction of social work have been released 
in recent years. None of the reports includes a specific role for social workers as educators in 
the context of their everyday practice. 
This thesis uses a reflective practice framework to explore the nature and extent of 
social workers’ perceptions of this aspect of their practice with service users in Aotearoa New 
Zealand. 
A mixed methodology approach was used. The main emphasis was on a large-scale 
survey which gave participants an opportunity to reflect on both the significance of the role in 
their everyday work and the relative importance of its component tasks for achieving 
successful outcomes. This was followed by a series of interviews with social workers from a 
variety of fields of practice. The short narratives gave richness and depth to the quantitative 
data collected through the survey. A content analysis of a range of position descriptions was 
then undertaken to explore the level of recognition accorded to an educator role by employing 
bodies, and the Social Workers Registration Board curriculum requirements for professional 
social work degree programmes were explored for any reference to education theory and 
practice. 
While the research clearly indicates that social workers in all areas perceive they have 
a significant role as educator in their everyday practice, it also indicates that neither 
employing agencies nor the profession’s regulatory body recognises this role and its 
associated tasks, or the place of education theory in social work. It is argued here that 
recognition and development of this aspect of practice would be a positive step in achieving 
local and international social work goals. Until accorded the recognition they deserve, 
however, the theory, practice knowledge and skills required to fulfil it successfully will not be 
given the weight they deserve in social work in Aotearoa New Zealand.  
In future decades it is hoped that the suit of educator will proudly hang in the social 
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I have been in social work for over 30 years. In that time I have been employed in a 
wide variety of organisations and social work positions. Over the course of my career, it has 
been my observation that social workers regularly take on the role and associated tasks of 
educator in direct practice with their service users, but that this role is not recognised or 
supported by their profession, regulating body, or agencies. In other words, there is no suit in 
the social worker’s wardrobe to meet the needs of this role. 
It is my concern that if this aspect of practice is not understood in the literature, not 
reflected in social work’s knowledge base, not recognised by the profession itself or by 
employing organisations, social workers will not have access to the theory, skills and 
professional development opportunities required to meet the demands the role places on them. 
My research has grown out of this concern and is set in the context of professional social 
work practice in Aotearoa New Zealand. 
In line with current conventions for academic writing in this country 
(http://www.tetaurawhiri.govt.nz, 2015), kupu (words) from Te Reo Māori (an official 
language and the language of the indigenous people of New Zealand), are italicised and 
followed by the English translation from the Māori dictionary (http://maoridictionary.co.nz/) 
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Chapter 1: Introduction 
There are many frameworks for examining the nature and purpose of social work at 
any particular moment in time, and there are a number of possible organising constructs 
around which such exploration can be conducted. This thesis uses the organising construct of 
the various practice roles, or collection of “suits” in the social worker’s wardrobe, to explore 
the potential place of a suit tailored for an educator role in everyday social work practice with 
service users.  
Although social work’s core values remain largely consistent, it is widely 
acknowledged that the characteristics of the profession are contested and will change over 
time (Blewett, Lewis, & Tunstill, 2007; Cree, 2003). As Gibelman (2004) describes, this is a 
fluid progression through which the profession is defined, and defines itself, in response to 
both external and internal forces and contexts. It is hoped that this research will assist the 
progression of the knowledge base and development of practice skills for social workers in 
Aotearoa New Zealand by building on the profession’s ongoing reflection on its roles and 
tasks. 
Reflecting on Social Work’s Roles and Tasks: The Missing Role of Educator 
As part of the ongoing process of shaping and reshaping the profession, the 
International Federation of Social Workers published a definition of social work in 2000, 
tailored to meet the needs and demands of the early 21st century. In elaborating on the 
definition, the Federation stated that the roles a social worker undertakes might include 
counselling and clinical services with individuals and families, group work, social 
pedagogical work, community development, social policy planning and development, 
administration, and direct social action. Thus the social worker’s wardrobe at the beginning of 
the 21st century held an extensive range of everyday suits for practice with service users. 
Several of these suits (including that of “social pedagogue” in some European countries) 
contained threads that could be seen as aspects of an educator role, but there was no 
recognition of a unique suit for the social worker as educator in countries such as Aotearoa 
New Zealand. 
As the profession moved through the first decade of the century, reflection on the 
profession continued on the international stage through a succession of international reports. 
In each of these reports a primary objective was to determine the key responsibilities for 
social workers in the context of a rapidly changing world. The findings showed a social work 
wardrobe filled with everyday suits for counsellors, advocates, assessors of risk and need, 
care managers, and agents of social control in working directly with service users (General 
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Social Care Council, 2008; MacDonald & Adachi, 2001; MacDougall, 2001; Rondeau, 2001; 
Scottish Government, 2006). In addition, the International Association of Schools of Social 
Work identified roles in advocacy, capacity building, empowerment, and problem-solving 
(IFSW, 2004). However, none of these reports and documents identified or acknowledged a 
specific role for the social worker as educator. Whilst it is more widely understood that social 
workers engaged in indirect practice such as supervisors, trainers, and lecturers have 
educative roles (Davys & Beddoe, 2010; Gray, Field & Brown, 2010; Hughes & Wearing, 
2007; Morrison, 2001; O’Donoghue, 2003), the same level of recognition has not been 
accorded to social workers engaged in direct practice with service users.  
Social Work’s Current Knowledge Base 
O’Hagan (2000) argues that, on the international stage, social work’s knowledge base 
comes from the academic fields of sociology, philosophy, the law, social policy, and the 
theory of organisations, overlaid with a range of social work theories and methods such as 
behaviourism, psychodynamics, and family therapy. Trevithick (2007) adds psychology, 
economics, history, and anthropology to this base. Beddoe and Palmer (2008) argue that, 
while social work practice in Aotearoa New Zealand is situated within a unique bicultural 
context, its theoretical foundations also lie in the social science disciplines of sociology, 
psychology, human development, social policy, and law. These perspectives on the 
knowledge base for social work are congruent with the New Zealand Social Workers 
Registration Board (SWRB) requirements for graduates from recognised social work 
programmes to “demonstrate understanding of, and ability to, integrate sustainability and 
contemporary social, political, economic, legal, environmental, cultural and indigenous issues 
within Aotearoa New Zealand and internationally into both social work as a profession and a 
practice” (SWRB, 2013, p. 7).  
In its recognition of professional education programmes, the SWRB requires that there 
will be multidisciplinary input, specifically from the social science disciplines of sociology, 
social policy, cultural studies, psychology, and law (SWRB, 2013). None of the sources 
documented above makes reference to the potentially valuable knowledge store for social 
workers to be found within the discipline of education.  
The Changing Face of Contemporary Social Work 
Recently the IFSW again engaged in reviewing the nature and purpose of social work. 
Many new voices have emerged to challenge traditionally powerful American and British 
perspectives. A revised international definition (ratified in 2014) broadens the traditional 
academic theory base of the profession, acknowledging social work’s rapidly developing pool 
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of professional knowledge and the full spectrum of local social and cultural knowledge and 
perspectives that shape it. In addition, while the notion of social work as a force for social 
change remains in the 2014 international definition, there is now a growing understanding that 
social work is also a positive force for social stability and the development of social 
connectedness and social capital (Howe, 2008). These changes create an opportunity for 
recognition of an educator role in everyday social work practice, and for educational theory to 
become an integral part of social work’s expanding knowledge base.  
Aims of the Research 
In recent years, there has been an increasing emphasis on strengthening practice-based 
research and research-based practice through collaboration between social work academics, 
researchers, and practitioners. This thesis is an example of such collaboration, grounded in a 
reflective practice that explores perceptions of the nature and extent of an educator role, or 
suit, in the social worker’s everyday wardrobe.  
Longhofer and Floersch (2012) contend that the identity of a given practice in social 
work (in this case the potential role as educator) depends on a number of factors including 
social workers’ personal experiences of the roles they undertake; the fields within which the 
practice occurs; the significance given to the practice by professional organisations and 
licensing bodies; and the standards that both circumscribe and enable practice. In line with 
Longhofer and Floersch’s framework for analysis, this study has four main aims:  
1. To explore whether social workers in Aotearoa New Zealand perceive that they have a 
role as educators in their everyday practice.  
2. To explore the extent to which the various “tasks” considered to make up such a role 
are undertaken in everyday social work practice and perceived by social workers to 
contribute to successful outcomes for service users. 
3. To explore whether the job descriptions of social workers across fields of practice 
acknowledge and reflect an educator role in everyday practice. 
4. To explore whether the curricula for social work professional education programmes 
recognise the educator role, and to explore social workers’ perceptions of whether 
those programmes prepare them for such a role. 
For the purposes of this exploration, a distinction is made between those social workers in 
direct practice with members of the public and those in indirect practice whose main service 
user groups are other social workers and professionals. This latter group includes, for 
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example, social work supervisors, managers, and policy developers (Boyle, Smith, Farley, 
Hull, & Mather, 2009).  
“Service users” is chosen as a generic term for those with whom social workers work, 
regardless of the social worker’s position or field of practice. This broad term enables 
discussion to cover a diverse range of client groups including individuals, couples, whānau, 
families, communities, students, other social workers, policy making bodies, councils, and 
government ministers (McLaughlin, 2009). 
Research Methodology 
A mixed methods approach was used for this study. In the initial, and most extensive 
phase, a cross-sectional survey in the form of a self-administered questionnaire was used to 
collect data from a sample of members of the Aotearoa New Zealand Association of Social 
Workers. Key questions in the survey gave social workers the opportunity to reflect on the 
extent to which they considered they have a role as an educator in their daily practice, how 
significant they considered the tasks related to this role to be in successful outcomes for their 
client groups and service users, and whether they thought they were adequately prepared for 
such a role by their qualifying course of study. Additional questions looked at relationships 
between a range of variables such as the tasks of an educator, field of practice, qualification, 
location of practice, and social workers’ perceptions of themselves as educators. 
A qualitative dimension to the research was then gained through a series of semi-
structured interviews with social workers from a range of fields of practice who had 
completed the original questionnaire. Participants were asked to give short narratives of 
examples from their practice of times they had undertaken educator-related tasks. Analysis of 
this material gave depth and richness to the data collected in the first phase of the research and 
allowed the participants the opportunity to share their practice wisdom through their 
reflections on their experience. Additional questions in the interviews allowed for further 
quantifiable analysis, contributing to the data collected in the first phase of the study.  
In the third phase of the research, job descriptions from a range of social work practice 
settings were collected and a content analysis was undertaken to explore whether an educator 
role was formally recognised and understood by the organisations within which social 
workers practice. In addition, a document analysis of the New Zealand Social Work 
Registration Board’s national curriculum requirements for social work professional education 
was undertaken to explore the extent to which an educative role is recognised, understood, 
and presented in Aotearoa New Zealand’s accredited social work professional education 
programmes. 
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Structure of the Thesis 
The literature review contained in the beginning chapters of the thesis sets the context 
and framework for the research.  
Social work practice and social work literature regularly emphasise the significance of 
“context” in shaping both the lives of the individuals, families and communities 
practitioners work with, and the nature and scope (in the widest senses of those two 
words) of practice itself. (O’Brien, 2014, p. 6) 
Through the process of reviewing, critiquing, and synthesising relevant literature, the 
narrative review presented here leads to new understandings of social work practice (Sandlin, 
O’Malley, & Burdick, 2011). University of Otago, Griffith University, and the Nelson 
Marlborough Institute of Technology search engines were used to access a wide range of 
databases including, amongst others, ProQuest Central, EBSCOHost, ERIC, JSTOR Arts and 
Sciences, Taylor and Francis Social Sciences and Humanities Library, Wiley On-line Library, 
Gale Cengage Academic Onefile, Elsevier Science Direct Journals, Springer Standard 
Collection, Sage Premier 2016, Cambridge University Press Journals, and Google Scholar. 
The review was limited to scholarly articles and respected texts. Low relevance and outdated 
articles were omitted from the final review. Keywords were used to conduct the search. These 
included social work, practice, research, reflective practice, theory, roles, tasks, educator, 
social pedagogy, educational theory, and educational philosophy. The combinations of 
keywords were refined as the process of undertaking the review continued. In addition, an 
exploration was undertaken of theses and texts held by the University of Otago and other 
academic institutions. The literature reviews of these works gave additional leads to relevant 
articles and research. 
For the chapter on social work in Aotearoa New Zealand, time was also spent 
researching in the archives of the Aotearoa New Zealand Association of Social Workers’ 
(ANZASW) office. Early journals, newsletters, meeting minutes, and unpublished papers 
were examined and integrated into the review, thus incorporating original material from 
particular points in the profession’s history. 
A thematic analysis of the documents gathered was conducted to structure the review 
and organise the presentation of the literature. Each document was assigned to a particular 
aspect of the review, based on the coding of its main themes. A number of the documents 
were relevant to several aspects and were incorporated into several of the chapters.  
The review must be considered biased to the extent that only articles written or 
translated into English could be accessed. This means that the majority are from Western 
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countries including the United Kingdom, the United States of America, Canada, Australia, 
and New Zealand. Nordic and other European countries are also well represented as their 
literature is often presented in, or translated into, English.  
Those aspects of the Critical Appraisal Skills Programme (CASP) systematic review 
checklist relevant to a narrative review were used as a method of quality assurance (CASP, 
2013). 
The process of preparing the literature review, presented in Chapters 2 to 5, was by no 
means linear but rather iterative, continually evolving and being updated as the work 
progressed and new questions arose.  
Chapter 2 explores the history and complexities of reflective practice and establishes 
it as a framework for the current study. While reflection is a part of everyday life, reflective 
practice is a formalised theory and process that has evolved over time and is undertaken in 
many professions, including both social work and education (Askeland & Fook, 2009). Thus, 
it is uniquely placed as a framework for integrating this study, which sits at the intersection of 
the two disciplines. 
In Chapter 3, social work on the international stage is discussed. A Gramscian lens is 
used to consider the “unquestioned, the everyday and the molecular” in the profession’s 
underlying assumptions and knowledge base (Garrett, 2009, p. 470). Reflecting on established 
social work discourses and identifying gaps within them allows for the exploration of new 
approaches to practice and fresh perspectives for meeting the challenges currently facing the 
profession. 
Chapter 4 explores in depth the development of social work and the unique shape it 
has taken in contemporary Aotearoa New Zealand. A critically reflective practice as described 
by Garrett (2009) provides a framework for an exploration of the dominant paradigms of 
social work practice, theory, and language in this country. These are understood here as 
constructed realities which can be challenged or extended by “turning logic on its head, 
looking at situations sideways and making imaginative leaps” (Brookfield, 2009, p. 300).  
Chapter 5 takes the “imaginative leap” described above to explore the literature about 
educational philosophy and theory and its potential as a new and complementary body of 
knowledge for informing social work practice in Aotearoa New Zealand.  
Chapter 6 introduces the discipline of social pedagogy, considered in many European 
countries to sit at the intersection between social work and education. Social pedagogy is 
understood as a sister profession to social work but embedded in educational theory rather 
than traditional sociological perspectives. Whilst it is not usually considered appropriate or 
possible to transpose an approach grounded in one political and social context to another, it is 
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considered that the philosophy and practice of social pedagogy may offer insights into the 
potential shape and form of an educator role for social work in Aotearoa New Zealand.  
Chapter 7 details the rationale for the methodology chosen for this exploratory study, 
discusses the strengths and limitations of the methods used, and details the research process 
undertaken. Ethical considerations are also discussed. The notion of research as a 
collaborative endeavour between the researcher and practitioners underlies the approach taken 
here in the sense that a climate conducive to reflective discourse was created for participants 
so that they would feel free to reflect on their practice without judgment (Mezirow, 2008).  
Chapter 8 sets out the results of the quantitative aspect of the research and presents an 
analysis of the data collected from the national survey of members of the Aotearoa New 
Zealand Association of Social Workers on their perceptions of an educative component of 
everyday social work practice. 
Chapter 9 presents the results from the qualitative interviews conducted with 20 
social workers. Their reflections on their practice add richness and depth to the quantitative 
data presented in the previous chapter and give insight into the ways in which a role as 
educator is incorporated into the everyday practice of social workers from a range of fields of 
practice and social work positions. This chapter then presents the results of the content 
analysis of 20 social work position descriptions, exploring the extent to which an educator 
role and tasks are recognised in these formal documents. Finally, the chapter sets out the 
results of the content analysis of the Social Workers’ Registration Board curriculum 
documents. 
Chapter 10 weaves together the findings of the study with current social work and 
education theory to explore the possibility of creating a new “suit” for the social worker’s 
wardrobe.  
Chapter eleven concludes with recommendations for future research and initiatives to 
extend our understanding of an educator role in everyday social work, thus continuing the 
reflective cycle that guides and informs this thesis.  
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Chapter 2: Reflective Practice 
Introduction  
Galea (2012) argues that reflective practice creates an opportunity for a shift away 
from the functional, linear, and predetermined roles of an increasingly bureaucratised 
profession which do not fit neatly with the “swampy lowlands” of social work reality (Schön, 
cited in Fook and Gardner, 2007). 
In social work, where legislation, professional codes and requirements, practitioners’ 
own commitments and philosophies, and the pressure to meet prescribed targets, all 
combine to make daily practice a whirlpool of contradictions, the need to be able to 
step back from cases and situations and view them from different perspectives 
becomes crucial. (Brookfield, 2009, p. 294) 
The framework of reflective practice is used in this thesis for exactly that purpose—to step 
back from the overwhelming daily minutiae of practice and re-look at social work traditions, 
theories and discourses to explore the place, or opportunity for, an educator role in everyday 
practice settings. 
The concept of reflective practice has become both significant and commonplace in 
social work (Tsang, 2007). However, as Thompson and Pascal (2012) contend, it has often 
been treated in a simplistic manner with no more than a superficial understanding of its 
purpose and theoretical underpinnings. Karvinen-Niinikoski (2009) argues that transformative 
learning, reflective practice, practice development and critical reflection are all part of the 
same discourse; however there remains considerable confusion about the individual terms, 
which are at times ill-defined or used interchangeably (Beauchamp, 2014: Black & Plowright, 
2010; Gibbons, 2015; Malthouse, Roffey-Barentsen, & Watts, 2014). This chapter attempts to 
remove that confusion and provide an in-depth exploration of reflective practice through an 
examination of the literature relating to its history, functions, forms and definitions, and a 
discussion of its contributions and challenges to social work. In this way, it sets the 
framework for the research process and findings to follow.  
Beauchamp (2014) identifies four major themes that flow through the literature on 
reflective practice which are reflected in the discussion here: internal and external rationales 
for reflection; the place and significance of cognitive and emotional or affective processes; the 




Reflective Practice in Social Work 
As will be discussed in depth in Chapters 3 and 4, it is widely considered that social 
work has been increasingly shaped over recent years by the dominance of a managerial ethos 
with its accompanying bureaucratisation and use of techno-rational approaches to reduce risk 
and enforce accountability (Ruch, 2002). Procedural and regulation-based practice such as 
this does not leave room for professional review and integration of new knowledge for 
managing the multifaceted and uncertain situations social workers regularly face (Brydon, 
2006; Fook & Askeland, 2007). Additionally Thompson and Pascal (2012) note that the role 
of theory in connecting different aspects of social work’s experience into a “coherent whole” 
has been devalued with the increasing popularity of postmodern and poststructuralist 
perspectives and their rejection of grand narratives (p.136).  
While Usher and Edwards (cited in Bleakley, 1999) argue that a Foucaldian analysis 
would contend that the social work profession has the power to create and then regulate its 
knowledge base, in the current shifting philosophical, political and organisational contexts 
Lay and McGuire (2010) argue it has become increasingly difficult to hold on to a 
professional identity based on the concepts of social justice and anti-oppressive practice. In 
recent years, renewed interest in reflective practice has grown as a means of responding to 
this challenge. McDonald (2009) argues, in line with Chu and Tsui (2008), that reflective 
practice gives a constructive framework for reinforcing and supporting social work’s 
professional identity, for integrating theory and practice, and for validating practice wisdom—
emphasising “the value of practice as a rich source of social work theory and knowledge that 
enhances or complements formal theories and proceduralised practice” (D’Cruz, Gillingham, 
& Melendez, 2007, p. 74). At the same time, it allows space for a process of professional 
critical self-scrutiny (Usher & Edwards, cited in Bleakley, 1999). Karvinen-Niinikoski (2009) 
argues that, in many ways, reflective practice can be seen as a metacognitive structure for the 
social work profession’s unique approach to thinking and acting. 
The Role of Reflective Practice in Creating Knowledge for Social Work  
If reflective practice is considered a key framework within which the profession 
develops and integrates its knowledge base for practice, an understanding of two of the 
principal processes through which that knowledge is created is fundamental to further 
discussion. Nilsen, Nordström, and Ellström (2012) identify the first approach as research-
based, developed through a structured process of investigation that leads to new theories, 
models, and frameworks. This form of knowledge can frequently be generalised across fields 
of practice or locations and is often disseminated through written forms of communication 
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such as texts, journal articles, and reports, thus making it accessible to a wide community of 
social workers. However, because of the process it follows, research-based practice can 
generally not provide quick responses or solutions to everyday practice issues.  
The second approach to knowledge creation identified by Anastas (2015) and Proctor 
and Rosen (2008) is practice-based. Practice-based knowledge is gained through processes of 
adaptive and creative learning and builds on experience and local sharing of resources (Closs 
& Antonello, 2011). According to Boyd, Richerson, and Henrich (2011), humans have 
developed improvisational intelligence, defined as the cognitive ability to adapt effectively to 
a wide range of diverse environments. In the context of social work, adaptive learning can be 
understood as the cognitive process through which social workers become skilled and 
competent at carrying out their roles and tasks proficiently and without conscious attention. 
This allows them to act efficiently and effectively in the course of their everyday work in 
different practice settings. Creative learning, as described by Higgins (2011) occurs through 
the questioning and challenging of established routines and attitudes. Enquist, Eriksson, and 
Ghirlanda (2007) consider this a vital aspect in the development of new approaches and 
strategies for more effective outcomes. This form of learning is also described as double-loop 
learning (Argyris, 2002: Synnott, 2013; Tagg, 2010).  
Practice-based knowledge, also referred to as practice wisdom (Chu & Tsui, 2008),  is 
often specific to a particular context and provides more immediate solutions and responses to 
everyday practice issues. Due to its nature, it is less likely to be communicated widely but can 
become formalised in organisations through the development of procedures or practice 
guidelines. Chu and Tsui (2008) argue that, while it has often been considered of lower value 
than other forms of professional knowedge, practice wisdom should be treated with the same 
respect as formal theory and scientific research for its role in in informing and developing 
everyday social work. 
Nilsen et al. (2012) describe the two forms of knowledge creation for social work as 
coming together in a circular or spiral process, strengthening each other as they become 
entwined: “it is rarely an either/or choice for practitioners, but more often a question of 
making sense of many different types and sources of knowledge” (p. 406). Egan and 
Papadopoulos (2016) use the term “praxis” to describe the way in which practice and theory 
shape and inform each other in an ongoing iterative process.  
While finding spaces for social work knowledge creation has become increasingly 
challenging, it is considered here that reflective practice creates professional spaces and 
frameworks for this learning and development to take place. 
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The Origins of Reflective Practice 
Ruch (2002) argues that despite the many diverse origins and theoretical foundations 
of reflective practice models, all incorporate an understanding that creative and adaptive 
knowledge is generated through an active process of responding to learning opportunities. 
This is in contrast to Freire’s notion of “banking” education, within which learning is 
understood as the passive absorption of knowable facts and objective truth (Beckett, 2013). 
The modern concept of reflection has a long history. Its roots are found in the Latin 
word “reflectere.” “Flectere” means to bend, and “re-flectere” is to bend again or to bend back 
(Latdict, n.d.). The 20th-century Romanian philosopher, Cioran, is said to have called this a 
process of thinking against oneself (Bleakley, 1999). Antonio Gramsci, a well-known 20th-
century philosopher, argued in favour of a concept of critical reflection that was based on an 
examination of the notion of common sense (now understood as the internalisation of 
structural forces) and the perception of self at a particular point and place in time (Bay & 
Macfarlane, 2011). Garrett (2009) notes that Gramsci based his writing on the work of Solon, 
an Athenian statesman and philosopher from the sixth century B.C. who is credited with the 
famous saying (later wrongly attributed to Socrates) to “know thyself.” This was not meant as 
an internalised, insular review, but rather as the first step of a democratising process that 
linked individual concerns with public politics. Garrett (2009) quotes a translation of 
Gramsci’s work: 
To know oneself means to be oneself, to assert one’s own identity, to emerge from 
chaos and become an agent of order, but of one’s own order, one’s own disciplined 
dedication to an ideal. And one cannot achieve this without knowing others, knowing 
their history, the succession of efforts they have made to be what they are, to create 
the civilisation they have created. (p. 469) 
The Early Development of Reflective Practice in Social Work  
While philosophers such as those described above provide the background to debates 
about the value and purpose of reflection, Ruch (2002) argues that reflective practice in 
contemporary social work can be traced back to the work of a number of early educational 
philosophers and adult learning theorists. Hébert (2015) identifies John Dewey as the first of 
these. Dewey considered the process of reflection central to human learning and is credited 
with developing a model of reflective thinking that gives a rational and methodological 
approach to the examination of a particular issue or concern (Nilsen et al., 2012). His process 
is based on a scientific method of enquiry and follows a defined sequence. Wood (2006) 
states that this incorporates five stages—the first occurs when a challenge of some form to 
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thinking or perception creates an immediate reactive response and sense of doubt or 
uncertainty. The next step is an academic, rational questioning and consideration of the 
complexity of the presenting issue, followed by a cognitive response through which data, 
information, and possible consequences or outcomes are tested. This then leads to the final 
stage of reaching a conclusion or plan of action which replaces the doubt and creates a new 
sense of certainty. Only then can learning be said to have been achieved through the process 
of rational thought and application of logic.  
Critics of Dewey’s model claim that it falls short in its basic premise that all 
knowledge can be gained through systematic enquiry, empirical observation, or rigid 
application of logic—in other words, in its reliance on a positivist epistemology of practice 
(Hébert, 2015). It is thus argued that in Dewey’s approach experiential learning is relegated to 
a secondary position so that rational knowledge is privileged over practical or intuitive 
knowledge. In addition, there is no recognition of the way in which learning can come from 
an integration of theory and practice (Thompson & Pascal, 2012). Rolfe, Freshwater, and 
Jasper (cited in Thompson & Pascal, 2012) are quoted as saying that this approach “reduces 
[social work] practitioners to the level of technicians whose only role is to implement the 
research findings and theoretical models of the scientists, researchers and theoreticians” (p. 
313). 
Ruch (2002) further argues that positivist approaches such as that of Dewey give 
greater weight to what a feminist analysis considers masculine sources of knowledge 
(objectivity and hard facts) to feminine (subjective, intuitive) knowledge. In her view this 
“one dimensional knowledge perspective [also leads to] a reductionist view of social work in 
that there is one right response” to any given social work situation (p. 202). 
An additional critique centres on Dewey’s proposition that the reflective process 
begins with a moment of doubt or uncertainty stemming from an event that unsettles a way of 
understanding a situation. Hébert (2015) maintains that the logical extension of this argument 
is that if routine ways of working, norms, or values do not meet with some unexpected 
challenge, they may never be questioned or subjected to reflective thought. 
In response to the criticisms above, new perspectives on the process of reflection 
emerged as extensions to this early work. For example, Boud, Keogh, and Walker (cited in 
Wood, 2006, p. 136) used a psychoanalytic tradition to give recognition to the place of 
emotion within learning. They reconstructed the five steps of Dewey’s model into three 
components. The first of these involved the learner in recalling the details of particular events 
and experiences. In the second stage, these details were connected with the learner’s positive 
feelings and limiting feelings were removed. Finally, in the last stage, the experience was 
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reassessed by examination through the lens of previous knowledge and a new framework of 
understanding established. Further exploration of both the positive and negative impacts of 
emotion on learning has continued to grow with the establishment of neuroscience and 
advances in brain imaging techniques (Wolfe, 2006). 
Nilsen et al. (2012) argue that, regardless of its shortcomings, Dewey’s 
conceptualisation of reflection as a mechanism through which experience is translated into 
learning is at the heart of social work’s professional development project.  
Kolb’s Cyclic Model of Reflective Learning  
The well-known adult learning theorist, Kolb, is best known as the creator of a cyclic 
model in which a social worker is considered to proceed actively through a series of stages in 
an iterative process of learning from experience (Gould & Baldwin, 2004; McCusker, 2013). 
This model was built on the groundwork of Dewey and Piaget (Naude, van den Bergh, & 
Kruger, 2014). According to Lay and McGuire (2010), Kolb’s learning cycle moves in a 
continuous loop between concrete experience, reflective observation, abstract hypothesis, and 
active testing: “All learning is re-learning” (Kolb, cited in Lay & McGuire, 2010, p. 541). 
Learning takes place when the social worker tries to resolve conflict or make sense of 
opposing arguments through cycling between the four modes (reflection, action, feeling, and 
thinking) (Naude et al., 2014). The fact that Kolb’s model has no process for evaluating the 
quality or validity of the learning that takes place leads critics to challenge the underlying 
assumption that the mere process of ongoing learning will lead to development and higher 
levels of understanding. 
Experiential–Intuitive Models of Reflection 
Argyris and Schön (1974) and Schön (1983) are credited with the creation of reflective 
practice frameworks specifically developed for the professions, including social work and 
education. According to Fook and Gardner (2007), the starting place for Schön was what he 
saw as a crisis in professional knowledge. He argued that theorising about practice (which he 
termed the high ground) was often far removed from what he famously referred to as “the 
swampy lowlands” of actual practice. For Schön, there was a clear gap between conventional 
theory-based professional knowledge and the application of that knowledge in practice. He 
made a distinction between the knowing of facts and theories and the knowing of how to act 
in professional contexts and situations. In his view, Dewey’s notion of technical rationality 
needed to go hand in hand with what he defined as “professional artistry,” understood as the 
intelligent response to a situation of an experienced practitioner based not on a rational 
cognitive process but on their intuitive response or practice wisdom (Hébert, 2015). He 
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acknowledged that this type of knowing is difficult to define, as it is often implicit in social 
workers’ actions. To capture this knowledge, Schön identified processes he termed 
“reflection-in-action” and “reflection-on-action.” These are steps through which professionals 
identify the common principles or assumptions informing their everyday practice either 
during the experience or in retrospect, using these in turn to generate new theory (Segev & 
Nadan, 2014). In this way, Schön’s model addressed the “uncertainty principle, which in 
social work involves the complex, fragmented and shifting world of social work 
relationships” in a way that formalised theory could not (Baldwin, 2004, p. 42). Schön’s 
approach is effectively summarised below: 
In traditional views we tend to apply generalised theory to specific practices in a rather 
top-down, deductive, sort of manner. The reflective approach places equal importance 
on knowledge formed in an inductive manner, in which a broader theory might in fact 
be developed from specific experiences, allowing for theory development and 
creation. This might be seen as a more “bottom up” approach, in which existing 
theories are modified and in which new theories may also be devised. (Fook & 
Gardner, 2007, p. 25) 
While giving weight to the value of experiential knowledge, Schön’s model is still 
considered by some critics to give too much value to cognitive processes. Thus, they argue 
that it cannot be called a truly intuitive model as it too has an implicit reliance on a Cartesian 
dualism of mind and body (Hébert, 2015). Additionally, it is argued that, like Dewey, Schön 
follows a prescribed sequence which begins with a feeling of doubt and moves toward a 
particular end. This process refines practice, improving outcomes determined through a 
rational process of consideration. Moreover, whilst Schön refers to the process of “reflection-
in-action” occurring in the moment of a professional response, Hébert argues that “although 
the reflective practitioner need not pause or stop the action at hand to reflect, in a Deweyan 
sense, a pause is necessary if one desires to readjust an action” (Hébert, 2015, p. 366).  
For Thompson and Pascal (2012), Schön’s work has contributed a great deal to the 
development of reflective practice in social work. However, they too identify a number of 
shortcomings, including the fact that Schön does not take into account the need for planning 
for future action, which they call “reflection-for-action.” They argue that this is a process of 
“thinking ahead about what is to come so that we can draw on our experience (and the 
professional knowledge base implicit within it) in order to make the best use of the . . . 
resources available to us” (Thompson & Pascal, 2012, p. 317). 
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In his critique, Bleakley (1999) raised a concern that, in Schön’s model, if a 
practitioner could not satisfactorily resolve a feeling of unease in the moment of reflection he 
or she risked becoming paralysed, unable to act responsively to the situation. He created the 
concept of “reflection-as-action” to address this in his own holistic model. As the name 
implies, this process considers reflection as an action in and of itself—a somatic or tacit way 
of knowing or understanding.  
Van Manen’s model of “tacit knowing” extends Bleakley’s (Hébert, 2015). In yet 
another version of an experiential–intuitive model of reflective practice Van Manen, an 
educational theorist, described tacit knowers as operating from an epistemology of “pathic 
knowing,” “being aware of themselves as relational, situational, corporeal, temporal, actional 
beings” and responding in the moment as such (Van Manen, cited in Hébert, 2015, p. 367). In 
this model, tacit knowledge linked indistinguishably to emotional experience stands alone and 
has no need of cognitive analysis. It thus sits at the opposite end of a continuum to those 
reflective models based on a rational, objective, and scientific method. 
The Continuing Development of Reflective Practices 
Whilst the literature in recent years has largely focused on critically reflective practice 
(to be discussed later in this chapter) notions of reflective practice have also continued to 
evolve, amongst them new models that have their basis in other theoretical traditions. Ruch 
(2009), for example, notes that there is another important, but little acknowledged, theoretical 
strand underpinning notions of reflective practice. She argues that psychodynamic theories 
have a long history of reflective approaches for social work, although these are often framed 
in therapeutic terms and found more narrowly within clinical fields of practice. In recent 
times, psychodynamic theories have fallen out of favour, perhaps, in Ruch’s view, because 
they do not address power relationships or respond to the challenges of social work’s stated 
commitment to social justice and anti-oppressive practice. She posits, however, that a 
revitalisation is occurring with the development of “relationship-based” practice that is built 
on psycho-social models adapted to include systemic and structural analysis. Whilst not all 
social work authors agree that this is possible or effective in the current political and structural 
climate (Murphy, Duggan, & Joseph, 2013), Ruch (2009) argues that the combination creates 
a form of practice that “values a reflective stance as a means of understanding conscious and 
unconscious dynamics that impact on professional practice . . . at the same time as embracing 
issues of power and oppression” (p. 350). Her argument is that both critical reflection and 
relationship-based models of reflection acknowledge and engage the challenges of complex 
social work practice situated in a managerialist, bureaucratic context with its emphasis on 
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quantifying and regulating practice. What is unique to the relationship-based approach is that 
structural and individual conscious and unconscious sources of power are seen to be 
intertwined. The focus in this model is significantly on the shaping of the reflective process to 
work with the uncertainties and emotional challenges of practice in a contained and 
empowering way: “Paradoxically the liberating dimensions of the model are experienced 
through becoming less secure and it is through the model’s capacity to foster tolerance of 
professional vulnerability and dependency amongst practitioners that professional competence 
and autonomy develops” (Ruch, 2009, p. 359). Whilst movement toward action and change is 
deeply embedded in critically reflective approaches, Ruch queries whether, without this end 
focus, the learning and insights gained in relationship-based reflective practice are powerful 
enough to create and sustain similar movement. 
Situated Reflective Practice 
Educational theorists Malthouse et al. (2014) have recently developed a “situated 
reflective practice model” that they describe as having its roots in the work of Schön and 
Kolb. The model does not include a critical dimension and is not framed specifically for 
social workers. It was developed instead in response to a perceived flaw in the work of the 
earlier theorists who were considered to have focused too intensely on the subjective inner 
worlds of reflective practitioners or learners. Malthouse et al. (2014) use Gidden’s theory of 
structuration (whereby the social world is considered in terms of the interaction between the 
individual and the social structures surrounding them) as the basis for their approach. They 
define a situational context as including the setting or physical environment of the 
practitioner, the social environment in terms of that practitioner’s working or learning 
community, and the personal or inner world of the practitioner. The inner world includes 
skills and competencies, and mental and emotional states. Changes in the situational context, 
such as the way the group or organisation is behaving or a change in policy, are taken into 
consideration in the traditional reflective process. The key difference from earlier models is 
that the changes reflected on may not be in direct response to an action of the practitioner, and 
the practitioner may have no control over them. While the authors acknowledge there is a risk 
of this form of reflective practice being used to simply articulate frustration and apportion 
blame within an organisation, they argue that more importantly, it allows a space for 
reflection on the “real and potential difficulties that occur during the conduct of professional 
duties and undertakings” (Malthouse et al., 2014, p. 608). This may then allow for 
consideration of individual or collective strategies to instigate change and greater levels of 
institutional reflexivity. 
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Context-Focused Reflective Practice  
A new notion of “context-focused” reflective practice has emerged recently from 
Israeli schools of social work. Segev and Nadan (2014) state that living under the perpetual 
threat of violence and political conflict makes it impossible to ignore the impact of the 
broader sociocultural-political context within which they practice. It could be argued that this 
is a further extension of the situated reflective practice model described above, although the 
two are not linked in the literature. Segev and Nadan (2014) contend that social workers 
practising in a conflict zone are faced with substantial complexity in their clients’ lives and 
problems, in their own working environments, and in the ethical dilemmas they are 
confronted with in the course of their everyday practice. Consequently, they can experience a 
significant emotional drain along with tension between their professional roles and their 
membership of particular ethnic, national, or political affiliations (Baum, 2007; Baum, 2010). 
Segev and Nadan (2014) argue that this may lead to the use of technical or neutral approaches 
in practice to minimise internal conflict. However, they further argue that, in the longer term, 
choosing these approaches may lead to “an internal split and dissonance within the social 
worker’s sense of identity . . . and prevent professional engagement with issues of social 
justice and political change” (Segev and Nadan, 2014, p. 4). Their context-focused reflective 
model is based on Boler’s “pedagogy of discomfort” which challenges social workers to 
question their beliefs, assumptions and internal tensions and explore the interrelationships 
between themselves, the wider profession and the context in which they are embedded (cited 
in Segev & Nadan, 2014, p. 3).  
Multi-Dimensional Reflective Practice 
Black and Plowright (2010) have created what they term a multi-dimensional model of 
reflective practice incorporating many of the aspects of the models described above including 
experiential, reflective, transformational, and developmental processes. They begin with an 
identification of the source of the reflection, which may be either formal or informal learning 
experiences or a practice experience (the experiential aspect of the model). The target of the 
reflective exercise is then identified as either reflection on the learning or reflection on 
practice (the reflective aspect). In this model the purpose of reflection is twofold. The first 
step is considered to be conceptual learning, which explicitly leads to the second, described as 
improved professional practice (the developmental aspect). To these Black and Plowright 
(2010) added a fourth dimension: the realisation of reflection through a process of dialogue 
with the self. This is considered the transformational aspect.  
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Critiques of Reflective Practice 
Whilst many models of reflective practice have been developed over the years, either 
through a process of building on those that came before or in response to identified gaps, 
there are a number of criticisms common to them all that remain unanswered. Mezirow (cited 
in Thompson & Pascal, 2012) argued that people are often limited in their thinking by their 
restricted frameworks of language and meaning. Critics of reflective practice thus consider 
that while it has within it the potential to provide a space to challenge and extend these 
restricted meanings in line with postmodernist and poststructural perspectives, neither 
technical–rationalist nor experiential–intuitive models incorporate such analysis. 
For Moon (cited in Galea, 2012), reflective practice has become institutionalised and 
regulated in professions such as social work and education to such an extent that adherence to 
it has become purely a symbol or emblem of professional identity. From another perspective 
it can be argued that reflective practice models all assume that reflection is inherently 
worthwhile, whereas a contradictory argument can be made that the reflective process may in 
fact lead to purely narcissistic, introspective musing and a culture of self-absorption, in the 
course of which sensitivity and responsiveness to the surrounding world is ultimately reduced 
(Bleakley, 1999). Bleakley notes French philosopher Foucault’s criticism of modernism’s 
preoccupation with knowing oneself through self-reflection. “Not only does the watcher come 
to watch the watcher, but this spiral into thinking about thinking also becomes a simulation of 
thinking” (Bleakley, 1999, p. 325). For critics such as Foucault, a more complex form of 
reflection is required that incorporates multiple reflections from different perspectives and 
looks out to question and create change in the external world and its structures as well as 
focusing inward on subjective responses and interpretations. 
From Reflection to Critical Reflection 
As proponents of what is now widely known as “critical reflection,” Fook and Gardner 
(2007) argue that the main contribution of early reflective practice and theory was to 
successfully establish a framework from which later “critically reflective” models could 
develop. They note that reflective practice in general allowed the possibility of looking for the 
implicit, as well as the explicit, assumptions behind practice; it enabled a deeper exploration 
of those aspects of holistic practice (as described by Bleakley above) that are often both more 
complex and more difficult to analyse; and it accorded respect to the knowledge created by 
practitioners, opening the way for those social workers in direct client practice to research and 
develop practice theory in a systematic way. 
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There is ongoing debate within social work, however, about what makes reflection 
“critical.” For some it may just mean that reflection takes place at a very deep level, while for 
others the link with critical theory and its analysis of power relations and structural forms of 
social domination is essential (Askeland & Fook, 2009; Fook & Askeland, 2007). Fook and 
Gardner (2007) talk about critical reflection in its simplest form as the unearthing or 
discovery of deep assumptions which may include previously unchallenged cultural, social, 
and professional norms. What makes this examination critical is its attention to power. The 
intended goal of critical reflection is transformational learning leading to improvements in 
practice and in the situations of those that social workers work with and alongside.  
Thompson and Pascal (2012) argue that while reflective practice accepts the status quo 
and explores individual subjective responses to it, critically reflective practice, by its very 
nature, demands challenge and change. They identify two related dimensions of a critical 
stance for social work. The first is depth, which they describe as being able to look beneath 
surface assumptions to the personal values and reasoning that sit below that may, through the 
process of critical reflection, be discovered to be based on discriminatory and oppressive 
values. However, they argue that, on its own, this is not enough, and depth needs to be linked 
to a second dimension, breadth, which they describe as looking more widely at the 
sociological, structural, and political impacts on practice. They argue that for the process of 
critical reflection to be truly transformational, both dimensions and the interrelationship 
between the two must be explored. 
Brookfield (2009) argues that critical reflection is a contested concept and can mean 
very different things depending on the intellectual traditions that inform it. He identifies four 
key perspectives. The first stems from Neo-Marxism and the Frankfurt School of critical 
social theory. This perspective leads to a form of critical reflection that explores concepts of 
power and exposes and critiques hegemonic worldviews. The influence of critical theory is 
significant in social work (as can be seen in Fook and Gardner’s widely used definition 
above) and is explored in more depth in the next section of this chapter. The second 
intellectual tradition Brookfield (2009) discusses is that of psychoanalysis and psychotherapy. 
He describes critical reflection through this lens as happening when the psychological 
mechanisms that individuals learned in childhood are explored in terms of their effect on 
healthy adult functioning. The third perspective is analytic philosophy and logic in which 
critical reflection involves exploring language and various forms of logic and reasoning. 
Brookfield (2009) identifies pragmatic constructivism as the fourth and last perspective. 
Through this lens, critical reflection takes the form of recognition that people are “active 
constructors” in their lives and worlds (p. 296). Postmodern and poststructural frameworks 
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inform much of current social work practice and pragmatic constructivist ideas of critical 
reflection sit well with these. They are thus also discussed in detail below.  
Critical Theory’s Contribution to Models of Critical Reflection 
Brookfield (2009) argues strongly that critical reflection should be informed by 
critical theory. This theory has two basic assumptions regarding the modern world. The first 
of these is that the dominant ideology of Western capitalist societies is so strong the structure 
and operation of these societies (including Aotearoa New Zealand) have come to be 
considered normal. Therefore no alternative discourses are considered to have validity. The 
second assumption is that contrary to the dominant discourse, such societies do not present 
equal social and economic opportunities for all. Critical theory sets out to challenge this 
dominant ideology and work toward changing it.  
Fook and Gardner (2007) note that many different writers and academics have 
contributed to critical theory and they identify a number of themes common to them. The first 
of these is that power is experienced on a personal level but is created structurally. Not only is 
it important to examine each aspect, but also to look at the relationship between the two. Over 
and above this, critical theory states that people may participate in their own oppression 
through a process of false consciousness. In a critically reflective process, prevailing ideology 
leading to self-defeating beliefs for practice is questioned and challenged (D’Cruz et al., 
2007). Critical theorists agree that this challenge and any subsequent change must occur on 
both personal and political levels.  
In contrast to social constructionism, it is argued by critical theorists that knowledge is 
not always socially constructed. Fook and Gardner (2007) argue that “knowledge often has an 
empirical reality” (p. 37). What is important is how that knowledge is interpreted and used by 
different social groups. D’Cruz et al. (2007) see critical reflection as a process that can enable 
both social workers and service users to become individually and collectively involved in 
knowledge creation and interpretation themselves. Karvinen-Niinikoski (2009) describes this 
in terms of Gidden’s notion of life-politics—“a double constitution of agency and structures 
as both social workers and their clients through their life-political choices are constructing 
also the socio-political structures for welfare” (p. 342). She goes on to note however that this 
view is risky in that it could be argued to “over-individualise political and structural power” 
(p. 342). 
The last of the common themes discussed by critical theorists is the importance of 
ongoing dialogue for the establishment of new, shared ways of seeing and operating in the 
world (Lay & McGuire, 2010). 
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In essence, critical theory is said to give a values dimension to critical practice in its 
explicit search for a socially just society (Fook and Gardner, 2007). For example, Mezirow, a 
foremost theorist in the area, argues that critical reflection of fundamental assumptions and 
beliefs through collective debate and dialogue can completely transform learners’ frames of 
reference (Mezirow, cited in Bay and Macfarlane, 2011). Mezirow’s work builds on that of 
respected critical pedagogy theorist Paulo Freire who called this shift in personal perspective 
“conscientisation”—the first of a series of steps in which oppressive structures are recognised 
for what they are and social change is instigated (Closs & Antonello, 2011). Whilst both 
writers are educational theorists, their work informs much of social work’s commitment to 
processes of critical reflection and critical practice. Their transformational learning theories 
are explored in more depth in Chapter 5. 
The Contribution of Postmodernism and Poststructuralism to Models of Critical 
Reflection 
At its heart, postmodernism challenges a modernist worldview which assumes that 
knowledge is built in a linear, progressive way through systematic research. Such knowledge 
is considered from a modernist perspective to be unifying in that it is objective and thus is not 
contested. There is a truth to be discovered and research builds on early knowledge to create a 
more in-depth comprehension of that knowledge (Fook and Gardner, 2007). As discussed 
earlier in this chapter, Dewey’s positivist method of reflection is an example of this modernist 
perspective in practice.  
In contrast, postmodern thinking challenges the idea of a single objective truth: 
By pointing up the role of dominant discourses in creating what is perceived as 
legitimate knowledge (and therefore highlighting the operation of power) postmodern 
thinking sheds light on where power rests and how it is maintained by focusing on 
how certain thinking, and its association with certain groups, might function to 
strengthen the positions of those groups in relation to others. (Fook & Gardner, 2007) 
Poststructuralism explores the role of language in knowledge (and thus power) creation and 
legitimisation (Bay & Macfarlane, 2011). Foucault’s theories on power relations, causality 
and identity construction are considered fundamental to this perspective (Bay & Macfarlane, 
2011). He and other poststructural theorists argue for disrupting the “normal” modernist ways 
of understanding lived experiences by examining and deconstructing them through multiple 
lenses and frameworks. This concept of “deconstruction” is considered central to critical 
reflection. Through the process of critical reflection, deconstruction of the ways in which 
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knowledge and power are created or constructed and maintained through language, 
terminology, and the dominant discourse is undertaken. The power base on which these rest is 
then exposed (Fook & Gardner, 2007). Without undertaking this process of deconstruction, 
postmodernists and poststructuralists argue that social workers are at risk of legitimising and 
perpetuating a particular dominant discourse without any awareness that they are doing so 
(Morley, 2008). 
A Challenge to Notions of “Critical Practice” and “Critical Reflection” 
While many see critical reflection and critical practice as a progression from early 
models of reflective practice, others have expressed concern about their shortcomings. Kessl 
(2009) points out that German social work theorist Klaus Mollenhauer suggested in the 1960s 
that industrialised society had created social work as a critical agency in and of itself in 
recognition of, and response to, the damage inflicted on vulnerable members of society by the 
ongoing adverse effects of the industrial revolution. He argues that this is the foundation of 
critical practice in social work today. However, Kessl (2009) questions whether in the current 
post-welfarist world, which considers itself as a transformational project, social work has lost 
this critical function. He questions whether social work needs to come to an entirely new 
conceptualisation of what critical practice means.  
Karvinen-Niinikoski (2009) expresses some concern that the expectation of critical 
transformation might in fact lead to an experience of helplessness and entrapment for 
individual social workers in situations where no action they take seems right. She describes 
this as being caught in a “self-made professional trap . . . exploited by their idealism but 
simultaneously feeling unable to act in the complexity of our era” (p. 346). 
What is agreed by all proponents of critical reflection, regardless of their theoretical 
base, is that social work, with its ideals about critical thinking, social justice and anti-
oppressive practice, is increasingly struggling to deliver on these goals in the face of 
globalisation, neoliberalism, and the forces of capitalism. Morley (2008) argues in response, 
however, that processes of critical reflection still 
hold great emancipatory potential . . . as a form of social activism and resistance in 
terms of creating new possibilities for critical practice and socially just responses to 
global forces (p. 419). 
What Now of Critically Reflective Approaches?—A Shift from Reflectivity to Reflexivity 
There is some concern that, in recent years, critical reflection has been taken on by 
some social workers as nothing more than a politically correct stance (Karvinen-Niinkoski, 
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2009). She argues that practitioners may identify themselves as critically aware but be too 
comfortable in their professional positions to take the next step in acting to undo privilege. 
Heron (2005) agrees, arguing that if social workers only see themselves through their social 
location in the structural systems instead of as active subjects in the formation of societal 
structures and processes, they can then consider themselves critically enlightened but never 
move out of that comfortable place and act on that enlightenment. 
However, the shift to action may not be that simple a step for critically reflective 
practitioners in the postmodern era. There are so many unknown contingencies in modern life 
that Karvinen-Niinkoski (2009) argues against a conception of critically reflective practice 
which assumes that societal or structural change will follow in a linear fashion from a change 
in awareness and conscious understanding. 
It . . . might be that the former demands for individually reflective subjects capable of 
contributing to social change simply cause anxiety, dissatisfaction and disinterest in a 
situation where the former rules do not count. (Karvinen-Niinkoski, 2009, p. 339) 
Instead, she contends that, in a new, nonlinear world, chaos and complexity theory have much 
to offer to the profession’s understanding of the social world. These perspectives, in turn, lead 
to what have become known as reflexive or critically reflexive approaches to practice.  
Defining Reflexivity and Critical Reflexivity  
The notion of reflexivity grew out of social science research in which it was 
increasingly recognised that it was important to acknowledge and understand the influence of 
the researcher on the research (Fook & Gardner, 2007). Although there is now a range of 
meanings given for reflexivity, it has widely been described as the ability of social workers to 
see themselves, their culture, and their social context as influences in the situations in which 
they practice, in other words, as active contributors with a role in constructing and 
reconstructing reality (Fook & Askeland, cited in Karvinen-Niinkoski, 2009, p. 312). 
Reflexivity is conceived as one way of being critically reflective. As critically reflexive 
practitioners, social workers are thus actively engaged in on-going analysis of hegemonic 
power structures through the process of critical reflection which in turn leads to the 
development of new approaches to practice and theory and new definitions and constructions 
of social work in both global and local contexts. The whole process involves an awareness of 
self, as a social, cultural, physical, emotional and political being, on the process used and 
awareness or understanding gained, the tools chosen for the creation of new knowledge and 
the underlying assumptions about the knowledge created. There is also an awareness that the 
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modern world is chaotic and complex, and thus that linear progression from awareness to 
action may no longer be effective. Instead, there is a constant need for construction and 
reconstruction as changing situations and demands are responded to. 
Cultures That Work Against Reflection and Reflexivity  
Working against the efforts of the social work profession to keep reflective, or 
critically reflective practice as a fundamental process within everyday practice are a number 
of workplace cultures identified by Fook and Askeland (2007). For instance, they say that in 
many social work contexts, there is a high value on empathic listening and supportive 
dialogue. Social workers may thus be deeply uneasy about confronting their colleagues about 
their practice. In other organisations, social workers are so overwhelmed with workloads and 
the needs of their clients that they struggle to take the time to reflect on their practice. Instead, 
there is a focus on finding solutions and getting through tasks. The profession’s emphasis on 
“evidence-based” practice and the ability to hold an objective stance in complex situations can 
lead to social workers struggling to share their personal responses to practice situations. 
Perhaps the most significant challenge to reflective practice, however, has come from the 
increasingly procedural and regulation-based contexts in which many social workers are 
located. 
The more social work is conducted according to procedures, rules, and risk 
assessments, the more it will reinforce anxiety about not performing correctly. Ruch (2002) 
claims that anxiety is the most common obstacle to reflection. In this sense, then, current 
workplace cultures might not only directly discourage reflection, but also may create 
conditions which make it more difficult. Thus workers who try to be critically reflective 
without a congruent workplace environment may feel that they are committing “cultural 
suicide . . . in being cut off or marginalised from the mainstream culture in which they operate 
and which has sustained them” (Fook and Askeland, 2007, p. 526). 
Reflection and Reflexivity as Collective Endeavours 
Beauchamp (2014) argues that individual and isolated efforts at reflection will 
struggle to be effective. Fook and Askeland (2007) take the same view, contending that the 
profession must establish and sustain a culture that supports social workers in undertaking this 
potentially isolating process. Mezirow’s proposition that climates conducive to reflective 
discourse must be created is supported here. Such a climate needs to include “access to 
accurate information, freedom from coercion, an ability to weigh evidence and assess 
arguments objectively as well as openness to other perspectives and new ideas” (Mezirow, 
cited in Fook and Askeland, 2007, p. 530). Opportunities for reflection and critical reflection 
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therefore should be nonthreatening and nonjudgmental—enabling social workers to gain 
confidence in their own agency. 
 
Conclusion 
Growing out of the work of educational philosophers such as Dewey, Schön, 
Mezirow, and Freire, and more recently social work writers such as Brookfield, Fook, and 
Askeland, a reflective practice framework is uniquely suited to bringing together the 
disciplines of education and social work in an exploration of an educator role for everyday 
social work practice. As discussed in this chapter, reflective practice provides an opportunity 
to step back from the minutiae, contradictions and language of everyday social work practice 
set in an increasingly bureaucratised and managerialist context. By stepping back, it is 
possible to rediscover the traditions and historical forces that have led to social work taking 
the shape it does in today’s world. This, in turn, creates a space for reflection on the 
possibilities that present themselves in terms of a new approach to social work in Aotearoa 
New Zealand—one that is based in educational theory and philosophy. 
The next chapter begins the reflective journey undertaken in this thesis. A Gramscian 
lens is used to explore in detail the development of social work internationally and in a global 
context. The chapter reflects on the philosophical and theory bases of the profession and 
traces its responses to the needs of changing social and political contexts. Threads of 
educational theory within existing social work discourse are identified and examined for the 




Chapter 3: Reflecting on the Development of Social Work in a Global 
Context  
The importance of reflecting on social work history lies in a variety of human needs: 
the need to understand those who came before us, the need to make sense of society’s 
traditions and values, and the need to place current society in a wider context for greater 
perspective (McCrank, 2004). From a Western perspective Barros (2004) argues that “History 
is necessary to analyse the Past from a critical Present, from a rationality both critical and 
self-critical so as to build a better Future” (p. 27).  
Payne (2005a) contends that reflecting on the profession’s history provides some 
understanding of the issues and struggles early social workers faced, as well as understanding 
their continuity and relevance for the present and the future. This has been likened to the 
process of gathering historical information and stories of family life in the assessment of 
clients’ situations (Nash, 1999). The framework of reflective practice discussed in the 
previous chapter is used here to explore the development of social work in a global context 
and examine the significant events, dominant paradigms, and theories that have shaped the 
profession at different points in its history. This chapter also explores the place, or lack of it, 
of educational theory within this history. 
The Origins of Social Work 
Soydan (2012) traces the traditions of contemporary social work back to the long 18th 
century and the Age of Enlightenment. He credits both French philosophers and the “Scottish 
School” of social historians and academics with the beginnings of a tradition of sociological 
analysis through scientific method, based on a number of fundamental assumptions about 
human nature. The first assumption was formalised in Ferguson’s “Law of Progression,” 
which Soydan (2012) describes as a belief that people innately attempt to improve their lives 
and social environment. The second was based on the concept of sympathy, more commonly 
referred to today as empathy. This refers to humankind’s willingness to understand others’ 
situations from their unique standpoints. 
In Westernised countries, alongside the Age of Enlightenment, came the industrial and 
political revolutions. These brought about fundamental shifts in social, economic, and 
political organisation, leading to a rapid rise in poverty and dislocation from society for many 
people (Lorenz, 2008). The Enlightenment philosophers (including Adam Smith, Adam 
Ferguson and Henri Saint-Simon) argued that society was increasingly dysfunctional or 
“sick,” and that resulting social problems were best dealt with by the state through the rational 
use of science and knowledge. The development of state organised and funded welfare 
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provision thus grew out of an evolving “modernist” perspective which argued that human 
behaviour could be universally known and understood (Payne & Askeland, 2008). 
Sociological theories advanced to remedy the sick society were based on two 
somewhat conflicting perspectives. The first argued that it was society itself which created 
problems for individual men and women and thus the focus of change should be at a societal 
level. The competing view was that society’s sickness grew out of individuals’ problems or 
failings and change efforts should be directed at that level (Soydan, 2012). Coupled with the 
fundamental assumptions of the Enlightenment about human nature, these competing 
discourses can be seen to inform the two distinct branches of social work activity that 
developed through the 19th century and continue to inform social work today. 
Early Social Work Movements of the 19th Century  
Webb (2007a) contends that throughout the Victorian era in England (from the late 
1830s to the end of the century) the newly established middle classes became increasingly 
fearful of the poor, the homeless and the prostitutes who existed outside the strict Victorian 
social order. By their very existence, these groups challenged the widely held belief in the 
inevitable progression of civilisation. Early social work, which began to take on its 
contemporary form at this time, was inextricably linked with the “discourse of risk, danger 
and evil” regarding what Webb terms “the dangerous classes” (p. 43). He contends that the 
emerging profession served a transitional function at this point in history, particularly in 
relation to changing concepts of moral benevolence and the Victorians’ obsession with the 
civilising power of regulated family and domestic life. The driving ambition of these early 
social workers was to improve social conditions so that the so-called dangerous classes could 
join respectable society. Green (cited in Webb, 2007a) argues that this orientation gave social 
workers a form of moral authority and theoretical backing that they had not previously had. 
Powell (2001) places the early social work pioneers in England within an aspect of 
Victorian sociology he labels “domestic colonialism”:  
The female social worker became a key figure in this discourse. She emerges as a 
pioneer in crossing social boundaries to “naturalise” and “moralise” the family lives of 
the poor, simultaneously altering the balance between the public and private spheres of 
life. (p. 21) 
One of the most famous of these women is Octavia Hill, remembered for her work with 
tenants in the social housing schemes that she established and managed (Bosanquet, 1914; 
Butrym, 1978; Crocker, 1992; Younghusband, 1981). Following in the tradition of the 
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Settlement Housing Movement of the mid-19th century, Hill provided social housing for over 
3000 tenants she described as “worthy working people” (Webb, 2007b, p. 196). The 
landladies she employed to manage the houses were charged with becoming involved in the 
lives of those in the housing scheme, fostering self-improvement and good character.  
The Settlement Housing Movement itself grew out of the work of English social 
reformers such as Thomas Carlyle and Charles Kingsley (Scheuer, 1985). Under this scheme, 
university students and graduates settled in slum areas to live amongst the local people and 
work alongside them to better their lives. While there were many variations, the common 
theme of the settlements was for the workers to engage fully in the community, to study the 
problems faced by the working classes, to provide in essence a community centre where 
locals could come for education through lectures and classes, for advice, child care and 
community meetings (Scheuer, 1985). The movement led to social policy initiatives and 
innovative approaches to improving the conditions of the poor, laying the foundations of 
many aspects of modern social work practice. 
Olivia Hill was also associated with what was originally named the “London Society 
for Organising Charitable Relief and Repressing Mendacity” (later renamed the “Charity 
Organisation Society” (COS)) (Webb, 2007a). The aim of the COS was to end the practice of 
alms-giving based in the tradition of Christian benevolence and replace it with modernist 
concepts of social benevolence, active citizenship, and new scientific methods of intervention. 
This significant shift can be seen as the beginning of bureaucratised approaches to social 
welfare. It can also be seen that the early models of casework and home visiting grew out of 
the detailed procedures the COS established for the investigation of relief applications (Webb, 
2007b). Minimal temporary assistance was provided only to those assessed as being of good 
moral character. Those who did not meet the criteria were shut out from assistance on the 
basis of what were considered moral flaws in their character. The Victorian era’s 
categorisation of the “poor” and “undeserving poor” left the latter group to be dealt with 
under the harsh Poor Laws. In the health field, the first “Lady Almoner” was appointed to 
serve hospital patients in 1895 (Jones, 1967). 
On the other side of the Atlantic, the state had begun to take responsibility for the care 
and control of the “dependent classes” following the American Civil War. By the 1880s, both 
private and voluntary charity organisations had begun to appear (Soydan, 2012). Prominent 
amongst these were American versions of the Settlement Movement and the COS. Consistent 
with their English counterparts, each reflected one of the two strands of Enlightenment theory 
relating to the level at which to direct efforts to bring about social change. The Settlement 
Movement in America thus also grew out of the sociological perspective that society created 
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the problems facing individuals. Soydan (2012) recounts that the early social workers 
associated with the Movement settled in poor and immigrant neighbourhoods, living 
alongside those they sought to help. The objective was for these workers, who were 
predominately women, to be “both scientific sociologists, mapping out an objective social 
reality, and compassionate mothers-sisters to the poor” (Crocker, 1992, p. 21). Jane Addams 
is recognised as a key figure at this time. She was one of a newly educated group of women 
college graduates in America who experienced difficulties in finding employment and a sense 
of purpose. The College Settlements Association was founded with the aim of “promoting 
(these) institutions to meet the special needs of female graduates and save them from morbid 
thoughts and wasted lives” (Crocker, 1992, p. 20). 
In contrast, the Charity Organization Society in America, as in England, based its 
work on the notion that individuals caused their own problems, which in turn created broader 
social issues. Soydan (2012) asserts that for those who regarded social problems as a result of 
moral defects within individuals, “psychiatric, psychological, and moral treatment methods” 
were the focus of intervention (p. 477). Mary Richmond is universally celebrated as the 
American creator of the casework method and is said to have set the path for the incorporation 
of the disciplines of psychology and psychoanalysis into social work (Agnew, 1999). Austin 
(1997, p. 600) describes Richmond as belonging to a group of women associated with Hull 
House who “made the most dramatic impacts on social work and social welfare policy [into] 
the 20th century.” Sadly, however, the COS in the United States (US) did little to respond to 
the needs of African Americans, in some places even refusing to work with them (Williams, 
Simon, & Bell, 2015). In contrast, many of the workers of the Settlement Movement, 
including Jane Addams, were involved in the fight for equal rights. 
The first social services specifically to meet the needs of African Americans were 
provided by the Freedmen’s Bureau, established in 1865. However, history records that many 
of those who worked for this service were racist and continued a pattern of institutional 
discrimination against freed slaves (Williams et al., 2015). Consequently, during the 
Progressive Era, which extended from the 1890s into the 20th century, African Americans 
established their own social programmes. Williams et al. (2015) argue that this shows that 
social work in, and for, these communities developed separately to mainstream social work. 
Social Work in the First Half of the 20th Century 
Social historian Kunzel (1993) argues that a massive shift in the paradigm of social 
work occurred in the first half of the 20th century. This was played out through competing 
women’s discourses relating to unmarried mothers and their illegitimate children. On the one 
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hand, evangelical reform women, with their long tradition of feminine benevolence, attempted 
to save their “fallen sisters” through their “maternal, religious and domestic influence” 
(Kunzel, 1993, p. 2). In contrast, the increasingly powerful and supposedly more objective 
and scientific language of the new generation of professional social workers redefined 
unmarried mothers as problem girls who needed treatment. 
In a comparatively short space of time, early social work shifted from volunteer 
visiting to casework, which was increasingly undertaken by a growing number of 
professionally educated women in established bureaucratic social services, and from 
voluntary community work to organised efforts for social reform. The forerunner of modern 
health social work services appeared in American hospitals in 1905 (Jones, 1967). By 1910 
the American National Federation of Settlements was established, providing national 
coordination for not only ongoing Settlement Movement work but also for what Chambers 
(1986) termed “civic housekeeping.” This included social action for adequate housing, fair 
pay, public health provision and other aspects of reform aimed at improving the lives of the 
poor and immigrant classes. 
Healy (2001) highlights the growing political awareness and influence of professional 
women in social work in the early 20th century: 
Early social work was indeed a female profession. Many of the pioneers of social 
work . . . were actively involved in the struggle for women’s suffrage and broader 
women’s rights. Rights of women within family law, for property ownership, and in 
the world of work related issues such as equal pay, were advocated for by the founders 
of social work. The extent of the feminine character of early social work is amazing. 
(p. 27) 
A significant challenge to the notion of social work as a growing profession, however, 
was presented to the National Conference of Social Work in 1915 by medical educator and 
reformer Abraham Flexner. He argued that social workers were merely brokers of services 
with no specific set of skills or bodies of knowledge (Eaton, 1956; Grady & Keenan, 2014). 
In response to his challenge, Mary Richmond wrote her classic book Social Diagnosis, which 
for the first time detailed a systematic approach to social casework. Her guiding philosophy, 
based on her own practice research, was that the client should be considered within his or her 
social context. Richmond identified six areas of social life that could be accessed to support 
clients. These included the person, their immediate family, neighbourhood and other social 
networks, and government and charitable agencies (Agnew, 1999). 
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In recent years this early social work text has been subjected to criticism for its lack of 
detail about Richmond’s theoretical frameworks (Fjeldheim, Levin, & Engebretsen, 2015). 
While Richmond’s second book What is Social Casework?An Introductory Description, 
published in 1922, set out to provide the missing detail, it was met with fierce criticism by 
social workers because it was not embedded in the psychoanalytic theory that was in 
ascendancy at the time. According to Agnew (1999), Richmond was deeply concerned about 
the then popular psychiatric approach in social work, arguing instead that social casework was 
about the development of personality, human interdependence, and the processes between the 
person and their social environment. Pumphrey (cited in Fjeldheim et al., 2015), an early 
commentator on Richmond’s work, described her as influenced by a wide range of theoretical 
perspectives including sociology, psychology, medicine, education, and philosophy. From 
today’s perspective, Richmond’s approach can be seen as an early forerunner to the systems 
and ecological theory which became popular in the 1970s. 
On the global stage, six years after the publication of Richmond’s second book, the 
fledgling social work profession held its first international conference. In 1928, the 
International Permanent Secretariat of Social Workers (IPSSW), the forerunner to today’s 
International Federation of Social Workers (IFSW), was established (Dominelli, 2014). In the 
same year, the International Association of Schools of Social Work (IASSW) and the 
International Council on Social Welfare (ICSW) also came into being (Dodds & Johannesen, 
2006).  
While the work of these organisations was later curtailed to a significant extent by the 
Second World War and then by the Cold War, developments in social work practice 
continued in Westernised countries. Throughout the 1930s and 1940s, for example, casework 
increasingly took on a psychotherapeutic or psychodynamic orientation and remained heavily 
influenced by psychoanalytic theory (Fjeldheim et al., 2015). In the period between the world 
wars, American social work educator Jessie Taft developed her model of functional casework, 
which went on to become widely used by the profession (Chambers, 1986). This was based 
on Otto Rank’s version of psychoanalytic theory but was controversial because it shifted 
away from classical Freudian traditions of lengthy analysis and diagnosis of childhood 
trauma. Instead, social workers using this approach worked with clients in developing their 
capacity for making life choices, accepting responsibility for those choices, and thus growing 
in terms of managing their lives and environments. 
By 1944 eight common subjects were included in social work curricula across the US 
and other Western countries. These were social casework, social group work, community 
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organisation, public welfare, social administration, research in social work, medical 
information, and psychiatric information (Eaton, 1956). 
In Europe, the development of the profession in the first half of the 20th century was 
significantly shaped by social workers caught in the turbulence and violence of the world 
wars. Perhaps the most famous of these was Alice Salomon, a Jewish social worker in 
Germany who established the country’s first social work school in 1908, worked for the 
international peace movement, and was eventually forced into exile following the rise of 
Hitler and the Third Reich. However, while some features of social services in Europe 
followed the pathways of English and American models, others followed a different 
trajectory. The European experience of the industrial revolution led to a range of diverse 
political responses and different models of welfare provision (Smith & Whyte, 2008). One 
such response is seen in the rise of the uniquely European discipline and profession of social 
pedagogy. Considered by academics and theorists to be a sister profession to social work, 
social pedagogy sits at the intersection of sociological and educational theory and provides a 
broader conception of social work than current dominant paradigms emanating from the 
United Kingdom (UK) and the US (Higgins, 2015; Kornbeck & Jensen, 2009). For this 
reason, although social pedagogy evolved in a different national and political context and 
history, it has the potential to offer much to an exploration of an educator role for social 
workers in their everyday practice in contemporary Aotearoa New Zealand. A detailed 
description of the theory and practice of social pedagogy follows in Chapter 5, which presents 
a review and discussion of educational theory and philosophy. This sets the groundwork for 
an informed analysis of social work’s European “sister” profession in Chapter 6.  
Social Work in the Second Half of the 20th Century 
In 1951, the United Nations gave recognition to social work as an international 
profession (McDonald, Harris, & Wintersteen, 2003). However, in spite of the efforts of 
social work practice leaders and educators, a large-scale study of social work undertaken 
under the auspices of the National Council on Social Work Education in 1951 showed that 
only a small core of social workers in the US considered they had achieved professional 
status. Their knowledge base at this time was described as an “amalgamated application of 
knowledge from . . . medicine, psychology and psychiatry, sociology and anthropology, 
economics, government and the field of ethics, plus the experiences and traditions of its own 
practice” (Eaton, 1956, p. 22). 
As in the United States, social work continued to struggle to consolidate itself as a 
recognised profession on the global stage. This struggle led to the establishment of the IFSW 
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in 1956. There were twelve foundation member organisations of the new body—all Western 
countries including the US, Britain, Canada, Denmark, Australia, France, and Germany 
(Dodds & Johannesen, 2006). The year after the establishment of the IFSW, the first 
international definition of social work was adopted. As recorded by Sciortino (2010), this was 
significantly influenced by the worldviews of the founding European member associations of 
IFSW, the structural-functionalist sociological theories of Parsons, other writers of the time, 
and the post-world war environment in which it was developed. The definition stated that: 
Social Work is a systematic way of helping individuals and groups towards better 
adaptation to society. The social worker will work together with clients to develop 
their inner resources and he will mobilise, if necessary, outside facilities for assistance 
to bring about changes in the environment. Thus, social work tries to contribute 
towards greater harmony in society. As in other professions Social Work is based on 
specialised knowledge, certain principles and skills. (Sewpaul & Turell, 2013, p. 2) 
While the development of a shared definition of social work was considered a 
significant step in establishing and codifying social work’s unique identity, many significant 
challenges faced the profession throughout the second half of the 20th century (Swain, 2015). 
Perhaps most significant of all was the challenge to institutional racism. In the United States, 
the Civil Rights Movement, which had begun in the mid-1950s, successfully advocated for 
the introduction of the Civil Rights Act of 1964. This Act made discrimination on the basis of 
colour, race, religion, sex or nationality illegal (Williams et al., 2015). In 1968, the National 
Association of Black Social Workers was established with a primary goal of advocating for 
the needs of the Black community—a task they considered the National Association of Social 
Workers had failed to do (National Association of Black Social Workers, n.d., para. 1). At the 
second World Conference of the IFSW in 1970, Whitney Young, President of NASW and 
respected civil rights leader, challenged social work to address its role in sustaining a sick 
society. 
Further challenges to the profession came in these decades from women’s rights 
movements. Weeks (2003) argues that the analysis brought into social work by feminist 
educators and writers had four underlying premises. The first was that the personal is political 
and social work therefore needed to take place not just on an individual level but also at 
community, institutional, and national levels. The second was that structural change should 
take precedence over adaptation to existing social situations and the third that women should 
not be treated as victims or their behaviour as sick, thus recognising women’s capacity to 
have control over their lives. The fourth and final premise was that social work organisations 
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needed to be restructured to better deliver positive services for women. Her arguments are 
supported by Powell (2001) who asserts that “feminist social work has reshaped women’s 
relationship with the welfare state and generated new practice paradigms” (p. 149). For a 
time, community development and community work had a clear role in state social services, 
but this was lost in the coming decades with the rise of neoliberal policies and 
commodification of social services (Hugman, 2009). 
The Seebohm report, released in 1968, also significantly influenced the shape of social 
work in Britain and had a flow-on effect on social services in other countries. The key 
recommendation was for fragmented, poorly resourced local authority social services to be 
amalgamated into one new family and community oriented department which would provide 
universal responses to social need and be staffed by newly fashioned generic social workers 
(Dickens, 2011; Parton, 2009). The effect of the recommendations was to finally shift service 
provision away from the “deserving poor” philosophy of Victorian England, and social work 
from the edge to the centre of public social services (Harris, 2008). 
The challenge of critical theorists and movements, structural changes such as those 
that occurred in England following the Seebohm Report, and increasing dissatisfaction with 
psychoanalytic theory through the 1950s and 1960s led to a shift in social work practice. By 
the 1970s the profession saw itself as a collaborative effort rather than a practice to be 
delivered to a passive client. There was also a shift toward viewing social needs and problems 
within a personal–environmental framework (Germain & Gitterman, as cited in Soydan, 
2012). Trends in social work theory and practice widened to include family systems work and 
behavioural, cognitive and other time-limited, brief interventions (Reid, 2002). The ecological 
perspective described above, strengths- and solutions-based approaches, task-centred, psycho-
educational and narrative approaches all gained recognition, and the use of evidence-based 
practice approaches was increasingly advocated (Okpych & Yu, 2014). 
The 1980s saw this diversity in approaches continue to expand. With its basic premise 
that skills for many aspects of life can be taught and learned, the amalgamation of cognitive 
and behavioural theory became dominant in many fields of practice. This led to the 
introduction of a wide range of educational and skills development groups and programmes in 
the social services, alongside traditional case and group work (Reid, 2002). However, the 
effectiveness of this approach was challenged by those engaged at the macro level of practice 
who argued that changes that came about as a result of cognitive behavioural therapy would 
quickly be extinguished by environmental factors acting against the changes in the individual. 
A number of authors including Bartlett (cited in Gibelman, 1999) expressed 
significant concern that this developing split between micro, or clinical, social work and 
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macro, or community-based, social work could weaken the profession’s standing. Others 
argued that specialisation was normal in all professions and that this was a sign of maturity 
rather than weakness (Gibelman, 1999). 
By the 1980s and 1990s, social work in all its forms was under attack as the political 
and economic environment in Britain and the United States shifted toward a neoliberal, 
individualistic orientation. This led to a political backlash against the profession and those it 
served, resulting in funding cuts and reduction of social services. The Barclay Report of 1982 
(National Institute of Social Work, cited in Dickens, 2012), reflected the ambivalence of the 
British government about social work and reframed the profession as one part of a wider 
“social care” workforce (Parton, 2009). Dickens (2012) contends that this enabled the 
government to disregard academic and professional arguments relating to the complexity of 
the roles and tasks of social work and reframe them as mundane, semi-skilled, routinized jobs. 
By the end of the 1990s, British generic social work roles had been largely replaced by case 
or care managers who might, or might not, be qualified social workers (Parton, 2009). 
Research into Social Work Roles and Tasks in the Late 20th Century 
Gibelman (1999) records that throughout the latter part of the 20th century a range of 
social work academics and authors argued there was a significant need for research into the 
roles and tasks of social workers in their everyday practice. However, this need was largely 
ignored. Shardlow and Wallace (2003) conducted a review of comparative empirical studies 
of social work in Europe (including the UK) published between 1980 and 2000. They noted, 
in line with other researchers, that very few articles reported empirical work. In fact, they 
found a ratio of 20:1 for descriptive narratives compared with empirical studies. Of the 
literature identified as potentially empirical, the majority were found to be personal 
descriptions or experiences of practice leading to theorising. Only 14 of the 285 references 
examined (less than 5%) could be considered true empirical studies. Of these, only two used 
triangulation to bring methodological rigour to the research. Brough, Wagner, and Farrell 
(2013), in their review of published Australian health-related social work research from 1990-
2009, also found a lack of empirical research and a predominance of discursive commentary. 
This appears to be reflective of social work research generally and has been my own 
experience in preparing this literature review. Discussed below are a number of studies from 
this period that have been found to be of particular relevance to the current research exploring 
the place of an educator role in everyday social work practice. 
In 1975, a British study was undertaken over the course of a year in a generic area 
social work office (Goldberg, Warburton, Lyons, & Willmott, 1978; Goldberg, Warburton, 
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McGuinness, & Rowlands, 1977). By monitoring 2,500 referrals and subsequent 
interventions, the research team were able to develop an account of the demographics of the 
client population, their presenting issues, and the associated social work roles and tasks. In 
keeping with the period, the data collection method was information collected on handwritten 
forms. That information was then coded on punch card and magnetic tape for computer 
processing. Consequently, the authors identified there was a risk of the data set being 
incomplete. However, given this limitation, what the data did show was a common set of roles 
and tasks across client groups. These were assessment, mobilising resources, problem-
solving, sustaining/nurturing, review, visiting, and advocacy. The only identified task that 
might be associated with an educative role in direct practice across all client groups was the 
provision of information and advice. In child and family cases, an additional task of education 
in social skills was identified, but this was undertaken on a much smaller scale. 
The largest and most influential research of the time was built on a series of empirical 
studies undertaken from the 1960s in the United States. The research consisted of three 
national job analyses, commissioned by the National Association of Social Workers, 
undertaken between 1983 and 1990 (Teare & Sheafor, 1995). Although these were not 
considered as connected at the time, they used the same methodological approach and were 
undertaken by the same group of researchers. The aim of the research was to determine if the 
examination for the professional social work qualification of the time accurately reflected the 
work being undertaken by social workers across fields of practice. A job analysis 
questionnaire (JAQ) was administered to social workers and a total of 7,000 usable responses 
gathered. The original JAQ contained 135 task statements that required participants to 
indicate on five-point Likert scales how often they performed each task and how important it 
was to their job (in the final analysis of the data 131 task statements were retained). A 
personal history section was included to collect demographic data. This showed that 65.8% of 
participants were female, 88% identified as white, and the median age was 41.8 years. All had 
a degree-level qualification in social work. In terms of fields of practice, 30.1% identified that 
they worked in social services, 19.3% in hospitals, 6.8% in private practice, 2.6% in criminal 
justice, 5.6% in universities or colleges, and 6% in schools. In terms of job positions, 57.9% 
identified that they worked in direct service positions with clients, 9.1% as supervisors, 23.4% 
in management or administration, 1.2% in policy and planning, 1.8% in consultation, and 6% 
in education. 
Out of the research, a framework for empirically classifying and grouping social work 
roles and tasks undertaken by social work practitioners from across the US was developed and 
a comprehensive description of social work practitioners produced. The 131 tasks were 
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grouped through complex statistical analysis into eighteen clusters. Those clusters relating to 
direct service roles included interpersonal helping, group work, individual/family treatment, 
risk assessment/transition, protective services, case planning and management, service 
connection, and tangible service provision. There was no cluster of tasks relating to an 
educative role. Tasks that could be considered educative, such as coaching and training and 
guiding/advising consumers, were included in the role of counselling whilst other educative 
tasks came under headings relating to indirect service provision (Sheafor, 1982; Teare, 1981; 
Teare & Sheafor, 1995). 
Another American study was undertaken in 1984 (Lister, 1987). In this study, a postal 
questionnaire was sent to the lead faculty member for direct practice courses in schools of 
social work across the US. Participants were asked to identify which of 17 named practice 
roles were relevant to social work in their communities. Data was grouped into three 
categories relating to the level of importance the faculty member gave to the role. An educator 
role with clients was considered one of the top seven roles, along with enabler, advocate, 
mediator, negotiator, broker, and team member. An educator role with providers was 
considered one of the top nine. In a second stage of the research, a random sample of 
Hawaiian members of the National Association of Social Workers who were in direct practice 
positions was surveyed in relation to the relative importance and frequency with which they 
undertook 21 identified roles in their regular work. These were compared with the faculty 
members’ views. The roles considered most vital and which were undertaken most frequently 
in the stated period were reported to be broker, case manager, team member, advocate, 
mediator, and educator. This research does need to be viewed with caution, however, as the 
article presenting the results was missing some of the roles in the tables, and some of the 
information in the tables did not match the text. 
A decade later, an exploratory study of social work in four Western Canadian 
provinces was undertaken (Levin & Herbert, 1995). The researchers surveyed hospital social 
work directors to determine whether they had different perceptions of the capabilities of BSW 
and MSW social workers, reflected in the allocation of tasks. While this study is only of the 
field of social work practice, with quite different aims to the current research, it does provide 
a comprehensive list of 26 tasks undertaken in health. The majority of the tasks were 
developed by Austin as part of a PhD study (Austin, as cited in Levin & Herbert, 1995). 
Additional tasks were added based on the researchers’ own experiences. Only one of those 
identified, health education, could be considered to relate to an educator role.  
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Social Work at the End of the 20th Century 
Despite recognition as a distinct profession in most developed countries from the 
1970s onwards and an ever-increasing knowledge base as documented above, by the 1990s 
researchers and academics were arguing that social work was under threat with a loss of 
mandate, autonomy, and key roles and tasks (Randall & Kindiak, 2008). This concern led to a 
growing urgency for the profession to even more clearly define itself so that it could 
effectively respond to the rapid changes in global social, political, and economic forces 
swirling around it (Dodds & Johannesen, 2006; Martinez, Cobo, Herrera, & Herrara-Viedma, 
2015).  
Social Work in the 21st Century 
Social work entered the 21st century armed with a fully revised international definition 
of social work adopted by the IFSW and International Association of Schools of Social Work 
(IASSW) in Canada in 2000: 
The social work profession promotes social change, problem-solving in human 
relationships and the empowerment and liberation of people to enhance wellbeing. 
Utilising theories of human behaviour and social systems, social work intervenes at 
the points where people interact with their environments. Principles of human rights 
and social justice are fundamental to social work. (Hare, 2006) 
This was the first point at which there was any formal recognition of social pedagogical work, 
which is discussed in depth in Chapter 5. 
Sewpaul and Truell (2013), respectively Chair of IASSW and Secretary-General of 
IFSW at the time, argue that the 2000 definition was the first to give an explicit commitment 
to social justice and human rights and that, for the first time, it attempted to address 
oppressive aspects of the profession’s history. In their assessment, this version brought 
forward the political face of social work, motivating social workers to confront oppression in 
their local and national contexts. Whilst it is agreed the definition was lacking in many 
aspects, it is widely considered to have provided a platform for expressing collective social 
work views on social and economic policies, including those of globalisation and 
neoliberalism. It also provided support for the development of the profession in countries 
where there was no voice for the vulnerable and the oppressed. 
Postmodernist Perspectives on the Changing Face of Social Work 
Since 2000, challenges to the notion of a universal understanding of social work and 
its roles and tasks have increased in line with the growing popularity of postmodern 
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perspectives. Postmodernism has many different definitions but at its core it questions the 
modernist belief of a universal framework (or one grand narrative) that is relevant and true for 
all people and societies. Instead, it identifies multiple truths and perspectives and argues that 
these are fluid and constantly changing (Payne & Askeland, 2008; Williams & Sewpaul, 
2004). 
Critics of the IFSW international definition endorsed in 2000 argue that it continued to 
reflect a predominantly Western, individualistic view of social work. Indigenous social 
workers and those holding a postcolonial perspective contended that while it was argued the 
definition represented the many faces of social work, it continued the imposition of Western 
values and theories on cultures with widely different worldviews and values. As a result, local 
and indigenous perspectives were devalued and discounted (Gray & Fook, 2004). Akimoto, 
President of the Asia Pacific Association of Social Work Educators (APASWE) noted that: 
Social work was born in Europe and grew up in North America. The present 
international definition was made through the rich experiences and great efforts of 
these regions, based on their own practices in their own context. If social work wants 
to be a global profession or entity, it must be founded on the experience and practice 
in the context of other parts of the world where social work was not born and did not 
develop. Thus without input from the Asia Pacific, social work could never become 
richer or global. (Akimoto, 2011, pp. 5-6) 
The Impacts of Globalisation on Social Work as a Profession 
At the same time that challenges from within the profession were leading to an 
increasing respect for difference, diversity, and identity, events such as the global economic 
recession in the first decade of the 21st century, the appearance of climate change refugees, 
and the consequences of new regional conflicts demonstrated more than ever the 
interconnectedness of social problems and issues around the globe (Jones & Truell, 2012). 
The predominantly economic forces and processes that deepen this global interconnectedness 
are collectively referred to as globalisation, and neoliberalism is the economic philosophy that 
underlies it (Deepak, 2012). Proponents of neoliberalism argue that private enterprise, market 
forces and individual self-interest are the most effective strategies for the creation of global 
wealth and that success of big business through free trade, privatisation and deregulation will 
flow down to the poorest peoples of the world and lift them out of poverty. 
For social workers internationally, the reality has been quite different. The adverse 
effects of globalisation and neoliberalism have impacted most significantly the people the 
profession works alongside—the marginalised and vulnerable (Khan & Dominelli, 2000). The 
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World Commission on the Social Dimensions of Globalisation (2004) identified that unskilled 
workers and indigenous peoples are particularly vulnerable. “Investments in extractive 
industries, mega-hydroelectric dams, and plantations have led to massive dislocations, 
disruption of livelihoods, ecological degradation and violation of basic human rights” 
(International Labour Organisation, n.d., p. 20). Other negative impacts have included cutting 
of spending on social programmes and an increasing emphasis on individual responsibility 
and risk in social policy (Deepak, 2012, p. 782). 
O’Brien (2013) argues strongly that social work, with its increasing acceptance of 
postmodern perspectives, has neglected to recognise and respond to these structural forces. 
Identity matters, individuality matters, difference matters but in focusing on these and 
related elements social work and social workers have forgotten, perhaps ignored or 
neglected, the crucial significance of the material disadvantage (poverty) which blights 
the lives of clients. In our (legitimate) focus on and interest in diversity and identity 
and the ways in which these factors shape lives and opportunities, the key importance 
of the adequacy and availability of income in shaping and determining what happens 
for clients has been lost and we have failed to be an active and effective voice for 
poverty. (O’Brien, 2013, p. 57)  
O’Brien’s is not the only voice arguing that social work has not been effective in responding 
to the inequities of the current global economy (Gray & Fook, 2008). Garrett (2010) argues 
that this is in large part due to the impact neoliberalism and the contemporary managerialist 
ethos have had on the profession. Harlow (2003) describes the development of a managerial-
technicist practice within social work as a result of policies of privatisation and cuts to welfare 
services, purchaser/provider separation, and limited contestable funding models that offer 
only short-term contracts for delivery of community social work services. Within a 
managerial framework, successful intervention is measured in terms of rapid throughput of 
clients and closed cases. Social workers’ professionalism is measured in terms of compliance 
with organisational requirements through achievement of performance indicators and is 
scrutinised and controlled more than ever before through prescription and regulation of 
practice (Carey, 2015; McDonald, Postle, & Dawson, 2008; Rogowski, 2011). In addition, the 
flourishing of care management roles since the 1990s has seen a continuing deskilling of 
social care roles (Carey, 2016). 
Writing in the context of American social work, Martinez-Brawley and Zorita (2015) 
echo the argument of the Munro Report that a focus on risk and bureaucratisation has led to 
social work losing its humanity (Munro, cited in Higgins, Goodyer, & Whittaker, 2015). 
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Powell and Geoghegan (2005) use Bourdieu’s analysis of current governmental structures to 
argue that frontline social workers are in a particularly painful situation as they are “caught in 
a web of contradiction” which demands they respond to social suffering without the support 
or means to do so (p. 132).  
Reflecting on the Roles and Tasks of Social Work in the 21st Century 
Within this challenging and rapidly changing context, critical reflection on social 
work’s roles and tasks continued through a succession of significant reports. In 2001, 
Canada’s Association of Social Workers hosted an intersectoral forum that led to the 
production of three papers examining social work practice and education in that country 
(MacDonald & Adachi, 2001; MacDougall, 2001; Rondeau, 2001). In 2006, the Scottish 
Government released its influential report Changing Lives: Report of the 21st Century Social 
Work Review. This was followed in 2008 by the English General Social Care Council’s Social 
Work at its Best: A Statement of Social Work Roles and Tasks for the 21st Century. In each of 
these reports, a primary objective was to determine the key responsibilities for social workers 
in their rapidly changing societies. While Dickens (2012) critiqued the English report for 
presenting social work as an “individualised, controlling and politically controlled 
occupation” (p. 39), the findings overall showed a social work wardrobe filled with everyday 
suits for the roles of counsellors, advocates, assessors of risk and need, care managers, and 
agents of social control—but not for social workers as educators. The International 
Association of Schools of Social Work (IASSW) also made a contribution to the development 
of the social work wardrobe in this decade with recognition of roles in capacity building 
(within which an educative role could potentially be subsumed), empowerment, and problem-
solving (IFSW, 2004). 
Following a number of child death inquiries in England, the Social Work Task Force 
(SWTF) was commissioned in 2009 to review the state of the profession. In its report, social 
workers reported feeling that the roles they undertook were not well understood and were 
often misrepresented (SWTF, 2009). Consequently, the task force produced a much simplified 
description of social work for the public which Dickens (2012) described as so banal that it 
missed all the complexities of practice. Two later reports, specific to different fields of 
practice, both made special mention of the challenges for social work in its dual roles of care 
and control and requirement for complex judgments and decision making (Children’s 
Workforce Development Council, 2009, cited in Dickens, 2012; Association of Directors of 
Adult Social Services, 2010). 
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The current Professional Capabilities Framework (PCF) was introduced in the UK in 
2010. This framework was first published by the College of Social Work, as a result of the 
SWTF report described above. In its initial report, the College identified five core tasks of 
social work: responding to complex needs; effective safeguarding and risk management; 
addressing adversity and social exclusion; promoting independence and autonomy; and 
prevention and early intervention (College of Social Work, cited in Moriarty, Baginsky, & 
Manthorpe, 2015). Since the demise of the College, the PCF has come under the auspices of 
the British Association of Social Workers (Schraer, 2015). Whilst the PCF sets out 
professional standards for social workers at each stage of their career, it no longer appears to 
identify specifically the roles they might be expected to undertake. In contrast, the National 
Occupational Standards (NOS) identify six key roles for social workers across fields of 
practice in Britain. They are needs assessment, intervention and evaluation, risk management, 
promoting forms of (self) advocacy, operating within agency accountability requirements, and 
being a reflective practitioner (Humphrey, 2006). 
Eminent social work authorities such as Payne (2005b) and Dominelli (2009) have 
also developed typologies of social work roles. Payne describes three key roles: therapeutic 
(focused on clients gaining power over their emotions or life situations), transformational 
(empowering disadvantaged or oppressed individuals and groups through learning and mutual 
support processes), and social order (working alongside a client or clients as they regain 
stability in their lives). Dominelli’s typology also breaks social work practice into three key 
roles: maintenance (working with clients to improve their social functioning or adapt to their 
situations), therapeutic (improving clients’ situations through specific interventions) and 
emancipatory (linked to radical social work and focused on structural change as well as 
practice with individual clients). In a later work Dominelli (2009) extends her typology and 
considers the tasks associated with the roles described above. The five main tasks she 
identifies for social workers are as facilitators, gatekeepers, regulators, upholders of human 
rights, and advocates. Asquith, Clark, and Waterhouse (2005), in a report for the Scottish 
Government, identify six key roles: counsellor or caseworker, advocate, partner, assessor of 
risk and need, care manager, and agent of social control. 
Whilst a role as an educator does not feature in any of these reports and texts, traces 
can be found in the writing of other notable social work academics. Thompson (2009a) 
writing in an English context, puts forward an argument that education is an important aspect 
of social work: 
In thinking of the social worker as a person who is engaged in problem solving 
activities, one aspect that comes to mind is the significant role of education. . . . 
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Playing an educational role can . . . be an important part of being a professional 
problem solver and can be a significant source of empowerment by helping people 
gain greater depth and breadth of understanding of the challenges they face and 
thereby being better equipped to tackle them. (p. 74) 
Sheafor and Horejsi (2008), in their introductory text for social work, identify a specific role, 
or suit, for the social worker as teacher. They use a narrower frame than the concept of 
educator explored here, one that is concerned with a more tightly defined group of tasks 
including providing information, giving advice, identifying alternative solutions to issues and 
teaching techniques for solving problems. They also suggest that there is a macro level 
application for the teaching role in “educating the public about the availability and quality of 
needed human services and the adequacy of social policies and programmes for meeting client 
needs” (Sheafor & Horejsi, 2008, p. 58). 
It is interesting to note that the growing body of literature relating to professional 
social work supervision consistently places an educative role at the forefront of the range of 
roles undertaken by social work supervisors (Davys & Beddoe, 2010; Grover, 2002; Howe & 
Gray, 2013; Morrison, 2001; O’Donoghue, 2003). This is in direct contrast to the plethora of 
reports and texts referred to in this chapter in which only traces of an educative role for 
everyday direct practice with service users can be located. 
In contrast to the experiences of social work in Britain, in the United States debates 
about the professional roles of social workers have come not so much from political and 
governmental forces but from within social work’s own ranks. Clinical social work is now the 
most common form of practice in the country (Anastas, 2014). The National Association of 
Social Workers describes this field of practice as the application of social work approaches to 
psycho-social dysfunction and emotional and mental health disorders. Specific tasks of 
clinical social workers include assessment, diagnosis, treatment (which includes 
psychotherapy and counselling), and client-centred advocacy. This sub-group of social 
workers has been accused of abandoning their commitment to the profession by increasingly 
identifying themselves as clinical therapists without regard for the structural and 
environmental contexts and pressures on their clients (Roose, Roets, & Bouverne-De-Bie, 
2012). 
Reflecting on the Theoretical Knowledge Base of Social Work 
Along with the rapid changes described above have come rapidly changing 
understandings of the complexities of human functioning and human need. In response, social 
work theory and practice have continued to evolve at an ever increasing speed, informed by 
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advances in research and technology and an increasingly diverse array of cultural and 
indigenous practices and frameworks (Rădulescu, 2010). O’Leary, Tsui, and Ruch (2013) 
state that the appearance of poststructural approaches to social work such as narrative theory 
have led to a more complex understanding of the worlds of those who are oppressed or at the 
margins of society. Alongside this, Foucauldian theory has been used to deconstruct notions 
of power and language in social work practice. Nevertheless, it is of note that for English 
speaking social workers the professional literature is still dominated by the languages, 
discourses, theories, and research emanating from Britain, the Americas and Commonwealth 
countries and those of the European countries who use English as their academic language. 
Payne (2001) argues that there is no single knowledge base for social work in the 21st 
century. Social work is rather in a “continuous process of constructing and reconstructing” its 
knowledge for practice (Payne, 2001, p. 134). In line with his assertion, the British 
Association of Social Workers’ PCF does not identify a theoretical knowledge base for the 
profession. Instead, it refers to the need for social workers to “understand psychological, 
social, cultural, spiritual and physical influences on people; human development throughout 
the lifespan and the legal framework for practice” (British Association of Social Workers, 
n.d., Social Worker, Knowledge, para. 1). This understanding should then be applied to work 
with individuals, families, and communities. Under the PCF, social workers must know and 
use theories and methods of social work practice, but these are not specified. There is one 
mention of the need for an in-depth understanding of learning theory which could, potentially, 
have been linked to an educative role for social workers. However, this appears in the 
standards for advanced social workers and is only considered relevant to professional social 
work educators rather than social workers in direct practice with service users. 
Many social work academics and theorists, however, have continued the work of 
articulating a theoretical knowledge base for the profession, arguing that this has been 
considered fundamental to social work’s professional identity since its inception in the 19th 
century (Eaton, 1956). Humphrey (2006), for example, has attempted to provide such a 
knowledge base grounded in the work of the Care Council for Wales and the Northern Ireland 
Social Care Council. She states that social workers need to draw on a variety of academic 
theory including that relating to psychology, sociology, law, social policy, and organisational 
studies. Consistent with the literature explored throughout this study, there is again no 
reference to educational theory here. 
Other than within the separate discipline of social pedagogy (see Chapter 5) it could 
be argued that the closest the body of knowledge for social work in the 21st century gets to 
educational theory is through the discipline of psychology. Psychology incorporates learning 
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and cognitive theories into its knowledge base. Cognitive theory, focusing on the organisation 
of knowledge and memory, information processing, problem-solving and decision making, is 
used in practice in many areas including family violence. Learning theory is also used widely 
in social work (Coulshed & Orme, 2006). 
A second link with educational theory can be seen in the emancipatory or 
transformational roles of social work described above by Payne (2005b) and Dominelli 
(2009). The major link in this instance comes principally through the use of language 
common to a number of writers in both fields. Transformational education theorists whose 
work informs these particular social work discourses include Gramsci, Habermas, Freire, and 
Mezirow (Collins, 2015; Darder, 2002; Morrow & Torres, 2002). Their work is discussed in 
depth in Chapter 4. However, the transformational mission of social work is located by Payne 
(2006) in the working relationship between practitioner and client, rather than being defined 
as an educative role. In a similar vein, Dominelli (2002), places what she calls social work’s 
“emancipatory role” within the concepts of social justice and empowerment rather than 
defining it in educative terms. 
Of all the transformational education theorists, Kolb is perhaps the most well-known 
to the social work profession (Kolb, Baker, & Jensen, 2002). His experiential learning theory, 
developed from the work of Piaget, is used widely in the teaching of new social workers and 
by social work supervisors in the form of an action-reflection model for good professional 
practice (Vere-Jones, 2005). (Kolb’s work is described in detail in Chapter 2 in terms of 
reflective practice frameworks and appears again in Chapter 4 as part of a detailed discussion 
relating to the transformational group of educational theorists). Interestingly, Kolb’s work is 
not referred to in any depth in relation to use in everyday social work practice with service 
users. 
Research Into Social Work’s Roles and Tasks in the 21st Century 
It is consistently argued that the development of social work’s knowledge and theory 
base must be founded on high-quality research and evidence (Okpych & Yu, 2014). However, 
a series of reports into social work research capacity in the UK have once again found that, as 
in the late 20th century, there continues to be a lack of quantitative studies relating to social 
work across fields of practice (Maxwell, Scourfield, Gould, & Huxley, 2012). 
In specific fields of practice, however, research into the roles and tasks of social 
workers has continued. This is particularly seen in health. One such study of relevance to the 
current research was conducted in Australia in 2004. In this quantitative research, two 
approaches to assessing the roles of hospital social workers were used—a snapshot of activity 
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over a week and a longer-term account of the services provided to a sample of individual 
patients and their families throughout the duration of their hospital stay and/or follow-up. 
Participants were selected from the 22 social workers employed in a large public hospital in 
Sydney. The final sample included 19 social workers from a range of specialities (Davis, 
Baldry, Milosevic, & Walsh, 2004). 
In part one, a week’s data relating to roles and tasks carried out by the participants was 
obtained via the statistical database used to record their daily activities. In the later parts of the 
study, patients were randomly selected from each full-time social worker and followed for a 
three-month period. A total of 45 patients were included in the sample. The data in part one 
showed that the hospital social workers spent an average of nearly 20 hours engaged in direct 
patient activities during the week. Social workers spent the most time on (presented in 
descending order): case management, individual interviews, family/significant other 
interviews or conferences, telephone consultations, written communication, and clinic 
activities. During the week the statistics were collected, 84% of the social workers did not 
undertake an educative role at all. However, in the second part of the study, in which a sample 
of new clients was followed for three months, an educative role did appear, both in the initial 
intervention and the ongoing work. In the initial intervention phase, education/information 
was the fourth most common role undertaken with new clients (24.5%), after assessment 
(37%), counselling (27%), and discharge planning (26%). Less frequently undertaken were 
liaison (22%), advocacy (10.5%), service coordination (8%), referral (4.7%), bereavement 
intervention (2.3%), provision of resources (1.2%), and crisis intervention (1.2%). 
In the ongoing intervention phase over the three-month period, social workers again 
provided a variety of interventions to patients and their families. In this phase, 
education/information came in as the fifth most commonly undertaken role. In descending 
order, the roles were assessment (80%), counselling (68.9%), liaison (64.4%), discharge 
planning (55.6%), education/information (53.3%), referral (40%), service coordination 
(28.9%), advocacy (26.7%), resourcing (24.4%), bereavement interventions (6.7%), and crisis 
interventions (4.4%). 
Limitations include the use of the statistical database as a source of information 
because it restricted recording to predetermined activity codes and thus may not have 
accurately reflected all of the social workers’ daily activities. Also, while the social workers 
were encouraged to complete their daily statistics at the end of each day, recall may have been 
a limitation. Finally, the study used only one public hospital, so the results may not be 
generalisable to other hospitals in Australia or different countries, or to other fields of social 
work practice. 
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A follow-up qualitative study was undertaken by the researchers to add depth to their 
findings (Davis, Milosevic, Baldry, & Walsh, 2005). Four focus groups were used to gather 
data. Participants self-selected from within the pool of social workers employed at a large 
public Australian hospital. Discussions were analysed and categorised and pattern coding 
used to develop themes. The findings showed that the participants considered their 
overarching professional function was discharge planning. Within this, seven components 
were identified, including that of providing information and education. The participants 
described this role as giving a range of information to patients and their families. Areas 
covered included information about the illness, services in the community, patients’ rights, 
resources available, and the way in which the hospital system functioned. The social workers 
provided this information through family meetings and preparation of information packs. 
Another study looking at professional roles and activities was undertaken with health 
social workers in 1000 hospitals across the United States between 2006 and 2007 (Judd & 
Sheffield, 2010). Self-administered questionnaires were posted out with a 37.7% response 
rate. Findings were based on descriptive and chi-square statistical analysis. The majority of 
participants were female (78.6%), white (79.8%) and aged 45 or older (83.4%). The key area 
of practice was identified as discharge planning and was largely focused on coordination of 
services. Direct practice with clients (including counselling and crisis intervention services) 
was undertaken only 20% of the time or less by 43.8% of participants and less than 10% by 
29.4%. An educative role did not feature. The authors noted that generalising from the study’s 
findings would be difficult as a non-random sampling method was used (Judd & Sheffield, 
2010). 
Most relevant to the current research, however, was a major study conducted in the 
United States in 2004. This was undertaken by the National Association of Social Workers’ 
(NASW) Centre for Workforce Studies (Whitaker, Weismiller, & Clark, 2006). Included in 
the expert advisory panel for the study was Dr Brad Sheafor, the co-author of the research on 
social work roles and tasks conducted in the 1980s and 1990s discussed in an earlier section 
of this chapter. Dr Sheafor is also co-author of a seminal social work text based on that 
research (Sheafor & Horejsi, 2008; Teare & Sheafor, 1995). In the NASW study, a postal 
survey was administered to a random sample of 10,000 social workers from US licensure 
lists. The response rate was 49.4%. Questions related to many aspects of the social work 
workforce including demographic data, qualification level, areas of practice, and client 
groups. Of particular interest for this study are the findings relating to the roles and tasks 
undertaken by social workers in the course of their everyday practice. The most common role 
participants reported spending their time in was direct practice (96%), followed by 
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consultation (73%) and administration/management 69%. The roles they spent the least time 
engaged in overall were community organising (34%), policy development (30%), and 
research (19%). 
The direct service tasks most likely to be undertaken by the participants were 
screening/assessment (93%), information/referral (91%), crisis intervention (89%), individual 
counselling (86%) and client education (86%). These findings indicate that by the early years 
of the 21st century, for American social workers across fields of practice and job descriptions, 
educative tasks with clients were the fifth most commonly engaged in. However, the results of 
this study also showed that the tasks above were not necessarily the ones they spent the most 
time on. There were only four tasks which took more than half the participants’ time and 
education was not amongst them.  
Responding to the Challenges 
The huge variety of reports, analyses and research that have been produced since the 
early days of social work nearly 150 years ago show a profession constantly engaged in 
reflecting on its mission and purpose and recreating itself to respond to the external forces that 
shape it (Higgins, 2015; Wilson, 2012). The last section of this chapter explores current and 
developing responses to these challenges and discusses trends and shifts that will influence 
social work practice, roles, and tasks into the future. 
Garrett (2008) and O’Brien (2014) have asked social workers globally to think beyond 
the predominating frameworks of neoliberal social work to find alternatives that offer fresh 
perspectives and approaches for the future. In her report on child protection services in the 
United Kingdom, Munro (2011) advocated for the re-imagining of social work and a return to 
what she termed a social work practice based on ethical integrity—one that is personalised, 
responsive and human centred. Her recommendations support an argument for social work to 
reclaim civil society through a practice based on principles that are inclusive and democratic 
and which views clients as citizens and partners in a process of community and social 
development (Powell & Geoghegan, 2005). 
Webb (2003), however, argues that any notion of one unifying approach to social 
work, such as the international definition of social work from 2000 described earlier in the 
chapter, is no more than a vanity in that “the thick stuff of social relations are only 
understandable in terms of situated and encumbered selves” (p. 202). Around the globe, other 
voices have argued in opposition to this view, contending that, whatever the obstacles, there is 
significant value in an internationally agreed definition of social work, including the support it 
provides for the development of the profession in countries where there is no voice for the 
49	
vulnerable and the oppressed. Many have hoped that a new global definition might provide a 
mandate for what is described as a social work practice of resistance (Fergusson & Lavalette, 
2006; Strier & Bershtling, 2016).  
Currently, global neoliberal hegemonic norms emphasise individualism and 
consumerism as the best way to express one’s individuality and create a better world. 
As a profession, our counter-hegemonic vision is of inclusion, community and valuing 
the contributions and health and well-being of marginalised populations. (Deepak, 
2012, p. 784) 
For the profession itself, a practice of resistance means that it is crucial that social 
work sets its own definitions and standards rather than allowing these to be determined by 
external bodies (Dominelli, 2007). Roos, Roets and Bouverne-De-Bie (2012) contend that, in 
doing this, social work needs to embrace its ambiguous mandate for working at both 
structural and personal levels and celebrate the complexity of social life. It also means a 
global practice that is collaborative and which values the exchange of knowledge equally 
across countries rather than flowing in one direction from the West (sometimes referred to as 
the global north) to so-called developing or global south countries (Parker, Ali, Ringell, & 
McKay, 2014). 
The 2014 Global Definition of Social Work—Setting a Pathway Forward? 
Given the challenges of indigenous, postcolonial and postmodernist perspectives, it 
has become increasingly apparent that any internationally acceptable definition of social work 
must truly reflect the diversity of voices, cultures and experiences of social workers from 
around the world and clearly articulate what the profession offers to people and their 
communities (Hare, 2006). In 2008, Payne and Askeland proposed that rather than 
considering social work as one profession with local variations, global social work should be 
conceived as many local social works that share common elements. Thus, rather than looking 
for a universal “one size fits all” statement, it has been argued that an internationally shared 
definition has the potential to capture common themes whilst recognising and upholding the 
importance of local and cultural contexts through multiple layers and dimensions (Gray & 
Fook, 2004). This position underlies the approach the IFSW and IASSW took in the 
development of the global definition of social work endorsed in Australia in 2014. 
The new definition reflects a strengthened postmodernist perspective in terms of the 
process of development, integration of diverse themes and voices, and respect for local and 
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regional differences, but it marries this with a critical social work theory and practice 
framework in response to the challenges of the global environment. It states: 
Social work is a practice-based profession and an academic discipline that promotes 
social change and development, social cohesion, and the empowerment and liberation 
of people. Principles of social justice, human rights, collective responsibility and 
respect for diversities are central to social work. Underpinned by theories of social 
work, social sciences, humanities and indigenous knowledge, social work engages 
people and structures to address life challenges and enhance wellbeing.  
The above definition may be amplified at national and/or regional levels. 
(International Federation of Social Work, 2014, para. 5) 
Most significantly, the 2014 definition acknowledges the value of social cohesion as 
well as change and development, and collective responsibility as well as individual human 
rights. This reflects a wide range of indigenous and cultural perspectives and addresses a 
major issue for European social work in terms of the social integration of immigrant and 
refugee communities. Concern about social integration is noted in the Scottish Government’s 
report on the role of the social worker in the 21st century (2006) which acknowledged that this 
concept has for many years informed the social integration function of European models of 
social work. According to the authors of the report, without such an integrative function social 
work would not continue to have at its heart the twin goals of support and care for vulnerable 
groups and advocacy for those groups to have the right to be included in society.  
Thompson (2009b) states that: 
Working towards social change . . . does not mean that social stability is not 
important. Trying to make a contribution to developing a more humane, 
compassionate society in which discrimination and oppression are not tolerated does 
not preclude working to maintain and safeguard many aspects of the social order. 
Social work can, then, legitimately claim to contribute to social stability without 
reinforcing inequalities or social injustices. That is, social work can work towards 
social change and social stability—it is an oversimplification to see the two as 
mutually exclusive. (p. 22) 
Respect for diversity and difference is also stated explicitly in the 2014 definition. 
Social work’s own theory base is acknowledged for the first time, as is the knowledge of 
indigenous peoples. Equally significantly, the need for recognition of local and cultural 
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contexts is captured, giving recognition to the diverse and rich range of social work forms and 
priorities around the world. 
Alongside the development of the international definition, the IFSW, IASSW and 
ICSW (International Council of Social Work) have together published the Global Agenda for 
Social Work and Social Development (2012). The stated purpose of the Agenda is to 
complement the new global definition, strengthen social workers’ confidence in their unique 
professional voice, and strengthen the profession’s contribution to international policy and 
responses to the adverse effects of globalisation and other global structural forces. Gray and 
Webb (2014) argue that the Agenda is intrinsically political in its attempts to establish the 
IFSW as a champion of social development and further legitimise and promote the profession 
within a global discourse about the notion of civil society. 
Trends in Contemporary Social Work Practice 
Regulation of the profession is advancing. In England, considered the birthplace of 
contemporary social work (as it is known in the Western world) regulation of the profession 
was introduced in 2003 and legislation passed to protect the title of “social worker.” By 2014 
there were 91,000 social workers registered with the Health and Care Professions Council 
(Moriarty, Baginsky, & Manthorpe, 2015). At the same time, many government initiatives in 
the UK have been based on the assumption that many of social work’s core roles and tasks 
can easily, and more cheaply, be delivered by unqualified or allied staff. There has been an 
increasing emphasis on the use of voluntary workers and informal carers. Additionally, as a 
result of the shift to personalisation of care, social work’s professional mandate has been 
rapidly retracted to focus on allocation and rationing of scarce resources, management of risk, 
brokerage, and administrative coordination of services (Carey, 2016). 
Personalisation of services has been largely driven by the increasingly strong voices of 
service user groups and individuals who want more choice and control over the services they 
access. However, there is significant concern that the shift, which, on the face of it, sits well 
with social work ethics and principles, is in fact being used as a smokescreen for budget cuts 
and privatisation of services (Daniel, 2013; Lymbery & Postle, 2010). Amongst other leading 
social work figures, Butler (2014) has expressed alarm at a discussion paper released by the 
British government stating that it was considering privatising the power to remove children 
from their families along with other child protection services. Munro (author of the Munro 
Report) argues that establishing a market in child protection would lead to bizarre and 
frightening incentives for private companies to place more children in care or leave them in 
dangerous family situations (Munro, cited in Butler, 2014). 
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In a wider context, there has been a move toward multidisciplinary or transdisciplinary 
approaches to the health and social services. This shift has been described as a process of 
“postprofessionalisation” (Randall & Kindiak, 2008, p. 342). Soydan (2012) contends that 
this has come about as a response to the adverse effects of the specialisation and 
fragmentation of services that occurred in the 20th century. On the negative side, 
postprofessionalisation has seen some of social work’s core roles and tasks taken over by 
allied professions from fields such as health or education. On the positive side, the shift has 
seen the development of multidisciplinary research and increasing opportunities for social 
work and other professions to broaden their perspectives and theoretical bases. 
Interprofessional education has become popular, particularly amongst health and allied 
professions such as social work (Addy, Browne, Blake, & Bailey, 2015). 
In terms of expanding roles, the enactment of the Patient Protection and Affordable 
Care Act, 2010 in the US has seen the introduction of a new position of navigator in that 
country’s health system (Andrews, Darnell, McBride &, Gehlert, 2013). This role is framed 
very differently from the British one of care navigator, which is primarily made up of 
advocacy and brokerage tasks (Leece & Leece, 2011). Duties of the American navigators 
include undertaking public education, ensuring consumers have access to all the information 
they need to make good decisions and plans for their health care needs, coordinating care 
plans, and delivering behavioural health services. These roles are not specifically for social 
workers, but the profession’s knowledge base and associated skills are considered to make it a 
good fit. Health care reforms have also seen the development of the concept of care 
coordinators, for which, again, social work knowledge and skills are an excellent match 
(Monterio, Arnold, Locke, Steinhorn, & Shanske, 2016). Also in the US, early childhood 
programmes and services have grown dramatically. Early intervention programmes, such as 
Early Head Start, are creating opportunities for social workers to lead and deliver high-quality 
services in this area, which have traditionally come within the ambit of the education 
professions (Azzi-Lessing, 2010). In Canada, social workers are moving into roles such as 
that of Clinical Legal Coordinators in forensic mental health. Randall & Kindiak (2008) argue 
that these are good examples of the profession reaching maturity and entering an exciting 
phase of postprofessionalisation in which social work can extend both its boundaries and its 
scope of practice. 
Exciting new approaches to direct social work practice are also appearing. Atwool 
(2016), for example, writes about the increasing popularity of life story work. This is a 
process of constructing a coherent story of a client’s life through a variety of means, with the 
purpose of helping them to make sense of their experiences. Whilst this approach first 
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appeared in the 1980s, it is only now gaining widespread recognition, particularly in child and 
family social work. 
Technological advances too are changing the way social workers engage with clients. 
These advances open up opportunities for extending interventions outside the traditional 
workspace, enhancing communication between social workers and their clients, providing 
better and more immediate access for social workers to current research and practice 
developments, and enabling consultation with experts from a range of disciplines and 
geographical locations (Ramsey & Montgomery, 2014). 
Conclusion 
This chapter has reflected extensively on the development of social work since its 
beginnings in the 19th century. Many of the themes that emerge relate to the profession’s 
response to needs created by changing contexts and political and social currents (Kerson & 
McCoyd, 2013). As Cree (1995) states, “history shows that social work has always been up 
for grabs; its task and future direction by no means self-evident” (p. 153). 
From the review of the literature provided in this chapter, it can be seen that while 
education theory has not been considered core to social work, there have been traces of its 
influence appearing throughout both the early social reform and casework streams of social 
work. These traces can be found from the days of the Settlement Houses, described by 
Scheuer (1985, para. 10) as outposts of “culture and learning . . . where the men, women and 
children of slum districts could come for education, recreation or advice” and from analyses 
of the writing of Mary Richmond which concluded that she blended educational theory into 
the wide array of theoretical frameworks informing her early model of social casework 
(Pumphrey, cited in Fjeldheim et al., 2015). Later, in social work’s history of ideas, education 
theory appeared behind transformational and emancipatory approaches to social work 
intervention. Today, it finds a place in the increasingly recognised function of social work as a 
force for integration of excluded groups within society. Current and future trends in social 
work also suggest opportunities for education theory to be blended into social work practice 
in everyday settings. 
The next chapter reflects on the unique development of social work in Aotearoa New 
Zealand, a small South Pacific island nation situated within this broader global context, and 
sets the scene for a discussion on the potential role of social worker as educator in everyday 
practice in this country. 
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Chapter 4: Reflecting on Social Work in Aotearoa New Zealand 
Introduction 
O’Brien (2014) argues that, as on the international stage, social work in the Aotearoa 
New Zealand context needs to reflect critically on its practice in a way that is informed by the 
profession’s values, ethics, and mission, and based on an understanding of its history and 
development. He supports the arguments for reflection made in Chapter 2 and, in a similar 
vein, contends that this process is fundamental for best meeting the needs of service users and 
their communities in the local context. The importance of reflecting and learning from history 
is also central to an Aotearoa New Zealand indigenous worldview: “By looking at the past, it 
enables us to confront the needs of today in order to build platforms for tomorrow” (Durie, 
2003, p. 4). 
The reflective theme that has shaped the thesis thus far is continued in this chapter but 
here focuses on the history and development of social work in Aotearoa New Zealand, 
exploring how and why it has taken the shape it has and how this has influenced the range of 
suits in its wardrobe today. In the final sections of this chapter, the threads of an educator role 
and tasks are located from within the rich history of local social work documented here. The 
lack of recognition of such a role in existing practice is then highlighted through an 
examination of research into social work practice roles and tasks in this country. 
Aotearoa New Zealand Social Work in a Global Context 
It is tempting to imagine that, given its isolated position, Aotearoa New Zealand could 
remain unaffected by the social, economic, and political storms that challenge many countries. 
However, the reality is that this country has constantly been shaped by external forces. In 
recent years, the development of technologies that allow New Zealanders to be in instant 
communication wherever they are, to witness human conflicts as they unfold, to travel from 
one side of the world to the other with relative ease, and to see at first hand the impact the 
global economic systems have had on local communities has demonstrated with startling 
clarity just how interwoven and interconnected the modern world is. Locally, social workers 
reflect these connections with an increasingly diverse workforce engaged with increasingly 
diverse communities. Social workers come face to face with the personal stories of those 
whose lives have been shaped by broader global contexts and structures every day and are 
themselves subject to policies and practices shaped by those same contexts and forces. It is 
within the framework of these changing global perspectives (discussed in detail in Chapter 3) 
that social work in Aotearoa New Zealand has developed and matured in a way that blends 
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internationally accepted definitions, standards, and methods with practice that has evolved 
through the country’s position as a South Pacific island nation (Harms & Connolly, 2009a).  
When definitions of social work are negotiated in a local setting, it is hardly surprising 
that there will be discrepancies between pragmatic working definitions which take 
their lead from actual practice, and idealist ones which are more likely to use 
international definitions as their reference point. (Nash, 1999, p. 2) 
It is acknowledged that the fragments of history discussed in this chapter are framed 
by the researcher as a Tauiwi (people other than Māori) social worker. In-depth analysis of 
the development of indigenous social work by Māori for Māori is not my history to tell and 
so can only be touched on through the writings and perspective offered in the public domain 
by Māori social workers and academics. 
Setting the Context for the Development of Social Work in Aotearoa New Zealand 
Te Ao Māori in the 19th and Early 20th Centuries 
A significant influence in the shaping of the social work profession in this country 
came from Māori, the Tangata Whenua (indigenous people) of Aotearoa (Ruwhiu, 2009). 
Ruwhiu (1999) states that before the arrival of the British in large numbers in the 19th century,  
for Tangata Whenua, mana imbued from te kauae runga, was locked into the existing 
rangatira—tutua—pononga social dynamics of whanau and hapu. Within whanau and 
hapu, tino rangatiratanga was enacted, not in any supra-structural political entities 
such as iwi. Subsequently specific whanau and hapu members were responsible for 
healing and wellbeing (p. 34). 
Te Tiriti o Waitangi (the Treaty of Waitangi), signed in 1840, was intended to codify 
the rights and responsibilities of both the Crown and the Māori peoples. However, 
colonisation brought with it “dispossession, high death rates, deculturation and disease” for 
Māori (Durie, 2003, p. 4). Walsh-Tapiata (2004) states that colonial government policies were 
not based on the Articles of Te Tiriti o Waitangi but were clearly assimilationist with an 
underlying theme of converting a communal indigenous culture to an individualistic, Western 
one: 
Many of the upheavals of the nineteenth century would . . . lead to Māori becoming 
increasingly dependent on the state, a state that was committed to policies and 
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programmes that would assimilate Māori into the prevailing systems of colonial New 
Zealand rather than respect their diversity and difference. (p. 32). 
Ruwhiu (1999) argues that the seeds of radical social work theories and practice for Māori 
were planted at this time.  
It’s important to note that Tangata Whenua were politically active prior to and during 
these early years of contact. For instance, marae papakainga, tikanga and kawa 
provided a tapestry of living evidence that resistance was tied up with healthy 
development of whanau and iwi (p. 34) 
In spite of the overwhelming pressures they faced from the new colonial powers, the 
remarkable influence of Māori women at this time was seen in their work on Nga Komiti 
Wahine (the Committee of Women) established in 1893. “These groups of high status Māori 
women claimed authority to make rules and decisions for the welfare of their communities” 
(Worrall, 2001, p. 307). In addition, Ruwhiu (1999) argues that the “Native Nurses” charged 
with responding to Māori health needs following a series of epidemics in the late 1800s and 
early 1900s carried out many social work roles and tasks. 
The Early Days of Westernised Social Service Delivery in Aotearoa New Zealand 
The British immigrants of the late 19th century brought with them the residual welfare 
models of Victorian England (Nash, 2001). The early development of organised social 
services in this country following colonisation was somewhat problematic, however: 
It seems that most organised charitable ventures were short lived in New Zealand. 
Pakeha women were a minority, and too heavily involved in their role as wives, 
mothers, breeders of an expanding white population to sustain the important female 
charities which were a feature of Britain and the United States at this time. (Tennant, 
1989, p. 21) 
Worrall (2001) argues that in spite of this, women volunteers were still the driving force 
behind early charitable aid. Interestingly, the early discourses in social work in Aotearoa New 
Zealand played out through changing perspectives about unmarried mothers in the new 
colony in much the same way as they had in England and America:  
Rescue work among “fallen women” was one of the growth areas of voluntary welfare 
in New Zealand between the 1880s and 1900s, but was largely the domain of 
churchwomen, and one of the first prominent areas of female social work. (Worrall, 
2001, p. 113) 
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Social Work as a Developing Profession 
Barretta-Herman (1994a) suggests that there are very few records relating to social 
work in the first half of the 20th century in Aotearoa New Zealand and that while there is 
reference to “social services” and “social welfare policy,” the term “social work” itself was 
not widely used. What records there are tend to relate to particular individuals. One such 
example is Mary Lambie, Director of Nursing Services from the 1930s through to 1950, 
remembered for ensuring that New Zealand did not follow England and Australia in 
appointing lay people as almoners but instead employing qualified nurses in medical social 
work roles (Worrell, 2001). Barnett (1965) and Johnstone (1969) document that as a 
consequence of her influence, the first efforts at medical social work were carried out by 
Public Health Nurses, responsible for providing both social and medical services in the 
community. Whilst this was a significant event in the development of the social work 
profession, it came at the expense of the Native Nursing Service described earlier in this 
chapter. That service’s funding was redirected to the new district nursing scheme (Ruwhiu, 
1999). Barnett (1965) contends that in these early days, material and physical needs were 
greater than psychological or social ones and so nurses were perfect for this role. However, he 
goes on to note that conditions in society changed significantly over time with increasing 
recognition that psychological and social problems needed attention—necessitating a change 
in the training and perspective of social workers. 
It was not until ten years after the nursing service introduced medical social workers 
that the first social work course began at Victoria University (Jones, 1967). This development 
was also, in part, due to the efforts of Mary Lambie along with John Beck, the first 
Superintendent of Child Welfare (Nash, 1998). 
In child welfare, three industrial schools were set up under the Industrial Schools Act 
of 1882 and charged with providing residential care and control of minors. The managers of 
these schools, under the mandate of the Education Department, were the legal guardians of 
any children sent there. Beck (1969) recalls that while the public face of the institutions was 
positive, “only those versed in the inner workings of the places could recognise the grave 
abuses which undoubtedly existed” (p. 9). No distinction was made between minor offenders, 
“delinquents,” and those requiring mental health care. 
The Child Welfare Act, 1925, saw a shift in state provision of care for children. The 
new approach was based on Beck’s philosophy that it was important not to separate children 
from their families whenever possible because of the psychological harm it caused (Tocker, 
1969). Under Beck’s guidance, the new Act also saw the development of a wide range of 
roles for emerging social workers. These included registering both foster homes and 
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illegitimate births; reporting to the court on adoptions; truancy and preventive work; and 
carrying out the care and protection provisions of the legislation (Tocker, 1969). 
During the Depression years, social workers faced cuts to their working conditions 
and salaries while their workloads increased exponentially in terms of delivering support and 
services to the new poor. The Second World War then brought completely different 
challenges which included working with the anti-vice squad of the police to deal with the 
underage girls who arrived in large numbers in Wellington from all parts of the country, 
attracted by the American soldiers stationed there. The social workers’ role was to locate the 
girls and get them home again before they got into strife (Tocker, 1969). 
The 1950s and 1960s 
Social, economic, and political context. 
Governmental economic policy based on the theories of Keynes, the 1930s 
Depression, and the postwar economic and social boom all influenced New Zealand’s social 
policy into the second half of the 20th century (Belgrave, 2004).  
Hancock (1998) describes the professions as having an individualistic ethos up until 
the 1940s. Following the massive social, economic, and political upheavals of the Great 
Depression and the Second World War, however, they began to see themselves as providers 
of services, based on need, to the whole of society. This changing paradigm assisted the 
development of the welfare state in Aotearoa New Zealand and enabled state provision of 
health, education, and welfare services. A new interest in the concept of community 
simultaneously emerged in these postwar years (Darracott, 1967). 
Te Ao Māori. 
Under the 1945 Maori Social and Economic Development Act, Maori Community 
Workers were based in the Department of Maori Affairs. As Ruwhiu (1999) notes, theirs was 
no simple task as the Ministers of Maori Affairs throughout the 1960s were Pākehā who 
continued to “espouse the need for Maori to undertake a change towards ‘Pakeha’ thinking 
and acting” (p. 36). This led to complex ethical dilemmas for Māori community workers as 
they attempted to follow culturally appropriate ways of working within this political context. 
Nash (2001) records that public policies of this time largely remained assimilationist 
with little or no regard for concepts of Māori sovereignty or self-determination. She notes that 
the Maori Welfare Act of 1962 had as one of its key aims the “full integration of the Māori 
race into the social and economic life of the country” (Nash, 2001, p. 35).  
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Social work as a profession. 
The development of professional social work was fraught in the postwar years, 
primarily as a result of “an unresolved struggle between the state and the profession for 
hegemony over the definition of social work” (Nash, 2001, p. 32). By the late 1950s a broad 
array of social service practitioners from nongovernmental and church agencies, along with 
child welfare officers, medical social workers, and probation officers began the process of 
developing a collective identity as social workers through the development of local 
associations supported by the leadership of the School of Social Science at Victoria 
University (Nash, 2001). This was followed in 1962 by a study conference organised by the 
Otago Social Workers’ Association at which the first working definition of social work for 
Aotearoa New Zealand emerged: 
The process of helping people with the aid of appropriate social services, to resolve or 
mitigate a wide range of personal social problems which they are unable to meet 
successfully without such help. This process calls for both knowledge and skills. 
(Otago Social Workers Association, as cited in Nash, 2007, para 6) 
Two years later the first national professional body was established, with a membership made 
up of predominantly tauiwi (non-Māori) social workers (Nash, 2009). An interim Code of 
Ethics was adopted (New Zealand Association of Social Workers, 1965) and a proposal put to 
the universities for the establishment of a Certificate in Social Work (A certificate in social 
work—Prospect?, 1965). Most notably, in the context of the current study, government child 
welfare services in the 1960s were delivered by a division of the Department of Education 
(Anderson, 1965). 
Social work theory and practice. 
Speaking at the Otago Social Workers’ Study Conference, Burrell (1962) argued that 
social work found its knowledge base at this time in the disciplines of medicine, dynamic 
psychology and psychiatry, sociology, and history, along with social workers’ practice 
experiences. By 1965 the disciplines regarded as informing the profession were considered to 
be a unique mix of sociology, psychology, biology and anthropology (Social Work in New 
Zealand, 1965).  
Smith (1962), speaking at the Otago Study Conference, argued in line with 
international thinking that social work’s unique role was in casework. This meant creating a 
safe relationship with a client in which the client could explore disturbing emotions, come to 
self-understanding, and choose his or her own goals. As was common in the 1960s, Smith 
60	
used the language of the medical profession to describe the five stages of the social work 
process—examination, diagnosis, treatment, termination of treatment, and after-care. (On a 
lighter note, Anderson (1962) argued that whilst amongst members of the emerging 
profession there was “somewhat glib talk about non-directive counselling being the answer to 
social problems” there was also “ample scope for authoritarian counselling to be used in 
appropriate cases,” especially with a group he called the “tougher larrikins” (p. 2)). Swatland 
(1968) expressed his concern that while family casework was a growing field of social work 
practice, a unified framework for engaging families did not exist and was urgently required. 
For Ironside (1962), however, the notion of social work as a therapeutic endeavour was 
already coming to an end. He predicted that social work would evolve most effectively to 
focus on preventive endeavours. 
Richie (1967) summed up social work in New Zealand in the 1960s as being 
dominated by three themes. These were Christianity, casework, and conformity. He too 
argued that traditional casework would not be enough in the future to resolve individual and 
social issues and instead proposed that a range of approaches including casework, group 
work, community work, and welfare administration be incorporated into the profession’s 
skills and knowledge base. His views echoed those of Brown (1966) who argued that social 
work had adopted a narrow view of itself, fulfilling simply a residual function in social 
welfare which meant that it would, in the future, be increasingly bound by bureaucracy and 
others’ determinations of its roles and tasks. Instead, Brown foresaw that if social work could 
reposition itself, it could have a pivotal role in social planning and social policy development. 
In a similar vein, and also following international trends, both Darracott (1967) and Dickinson 
(1968) put forward a case for community development and community work to be included in 
social work’s growing wardrobe of roles. 
The 1970s 
Social, economic and political context.  
The 1970s are unanimously regarded as a time of turbulence and social conflict as 
various groups, including women and indigenous peoples, began to challenge the 
homogenous nature of the patriarchal welfare state. The long postwar boom ended in global 
recession in 1974, signalling “the end of the golden weather” (Roper, 2005, p. xix), the end of 
Keynesian economics, and the rise of neoliberalism. Industrial unrest, increasing 
unemployment, rising oil prices, and high inflation became dominating themes. Prime 
Minister Robert Muldoon’s interventionist policies were designed to prevent further 
unemployment with its resulting poverty and create a healthy economy (Cheyne, O’Brien, & 
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Belgrave, 2005). However, by the end of the 1970s belief in the ability of the state to meet the 
needs of all was shaken. “Rights” based services such as National Superannuation, introduced 
by Muldoon in 1976, were expensive to resource and required a level of sustained economic 
growth that was not forthcoming. 
As Muldoon’s power grew through the decade, the churches, as significant providers 
of social services, became concerned about attracting his anger. They were caught between 
the need for government funding and their commitment to exposing and denouncing injustices 
and human rights abuses both nationally and internationally. 
The Royal Commission on Social Security in 1972 widened the concepts of need and 
poverty in line with other Western developed countries. The notions of relative poverty and 
the right for all citizens to feel that they belonged to New Zealand society were established 
(McClure, 2004). 
Titmuss (cited in Barretta-Herman, 1993) was a significant influence in the shaping of 
New Zealand’s welfare state. His argument was that the marketplace could not meet the needs 
of all members of society and that the state must take the central role in welfare provision, 
with voluntary social services playing an important, but secondary, role. Baretta-Herman 
(1993) argues that this philosophy underpinned New Zealand’s social service delivery 
structure in the 1970s and early 1980s in the same way as it did in Britain. 
As a flow-on from the challenges of Foucault and other writers in the 1960s, debates 
raged over the role of large-scale institutional versus community social and health care 
(Brunton, 2004). By the mid-1970s the process of deinstitutionalisation was well underway. 
This too had a dramatic influence on the shaping of both social service delivery and social 
work roles and tasks.  
Te Ao Māori. 
Social and economic statistics painted a bleak picture for Māori in the 1970s. The 
changes in lifestyle for those who had moved to the cities in the 1960s contributed to a rise in 
deaths from illnesses such as heart disease and lung cancer (Abbiss & Kunowski, 1999). 
Increasingly calls were made to address this disastrous state of affairs.  
The question of how such disparity ever came about constantly arose. . . . And—asked 
again and again—what was the place of the Treaty in all of this? Had its guarantees 
ever been worth anything? (Keenan, 2004, p. 211) 
Māori sovereignty movements grew in strength and influence in this decade in response to the 
situation. For example, in September 1975 Dame Whina Cooper set out from Northland on Te 
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Ropu o te Matakite, the Māori Land Hikoi (protest march). The purpose of the march was to 
deliver to the government a request that there be no more compulsory acquisition or sales of 
Maori land, foundational to Māori concepts of health and wellbeing (Dench, 2005). A formal 
government response came swiftly with the passing into law of the Treaty of Waitangi Act, 
setting up the Waitangi Tribunal.  
Social work as a profession. 
The Department of Social Welfare Act, 1971, saw the transfer of Child Welfare 
Officers from the Department of Education to a new Department of Social Welfare (Barretta-
Herman, 1994b). Under this legislation, the occupational category of “social worker” was 
formally recognised for the first time (Nash, 2009). Interestingly, during discussions in 
parliament, it was commented that the term “social worker” was a terrible one, but the 
Minister of State Services argued that it was considered an honourable title and had been 
chosen by those in the field (Nash, 2001). According to Barretta-Herman (1994b), 
the reclassification contributed added impetus to the trend of using the term “social 
worker” to describe and classify widely divergent social service positions in statutory 
and voluntary sectors . . . [reflecting] contemporary theoretical developments on 
conceptualising a “common base” for social work practice in all fields of practice. (p. 
12) 
Manchester (1970) proposed a new definition of social work which was endorsed by the New 
Zealand Association of Social Workers: 
A social worker is a person who looks to the social sciences, and in particular, to the 
study of human behaviour and human motivation and the body of theory concerning 
the practice of social work in conjunction with field experience under the guidance of 
a social work supervisor, to equip him for involvement for the whole or a significant 
part of his working time as a  
- Social caseworker concerned with helping individuals and families by a face to 
face approach to meet their social, economic and relationship needs, or as a  
- Social group worker concerned with using the group situation as a 
developmental and rehabilitative force, or as a  
- Community organisation worker dealing with planned collective action 
towards alleviation of social problems, or as an 
- Administrator within a social service organisation, supervisor of casework or 
group work, or teacher of knowledge or kill relevant to social work, and where 
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he can be regarded as having a responsibility for the quality of service rendered 
to clients. (Manchester, 1970) 
Debates within the social work arena centred on whether to follow a state-funded and 
delivered model of social service delivery or shift to a localised community development 
approach. Additionally, social workers began to voice concerns about the provision of 
effective social work services with Māori and Pacific Island communities, especially in the 
greater Auckland area. The absence of Māori and Pacifica social workers in the profession 
was increasingly evident (Barretta-Herman, 1994a). 
At the beginning of the 1970s, there was still only a single provider of social work 
education (Nash, 1998). By 1973 the Minister of Social Welfare, influenced by the views of 
the Social Work Association and a number of key social work professionals, had established 
the New Zealand Social Work Training Council which was instrumental in setting up three 
more university-based social work programmes—at Massey and Auckland in 1975 and 
Canterbury in 1976 (New Zealand Social Work Training Council, 1984). The Council also set 
the scene for the development of courses for community workers in technical institutes 
around the country (Brook, 1988). 
Barretta-Herman (1994b) considers that the New Zealand Association of Social 
Workers was the strongest it ever had been at this time. Concerns within the Association were 
about increasing professionalisation, whether the criteria for membership should stay open or 
be based on academic qualifications, and whether community work was part of social work or 
a totally separate occupation. Professor Ivan Illich, as the keynote speaker at the 1978 
NZASW conference, spoke from the then popular radical social work perspective on the 
theme of “Disabling Professions” (Barretta-Herman, 1994b). Nash (2004) noted that his 
challenge to social work’s preoccupation with professionalism dovetailed into the radical 
critique then being expressed through the feminist and Māori sovereignty movements. 
Robb and Hancock, both influential voices in social work in the 1970s, began to argue 
for the first time for the social work profession to listen to the public—to “give voice to the 
ordinary man in the street about the planning of his communities” (Robb, cited in Morton, 
1970, p. 3). Morton considered that such consultation could be positive in determining ways 
in which social work roles and tasks could be adapted to meet the needs of a rapidly changing 
society (Morton, 1970). 
Social work theory and practice. 
At the beginning of the 1970s, psychology was the core discipline of the Certificate in 
Social Studies course at Victoria University. It appears that this was the case for pragmatic 
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rather than philosophical reasons, as there were only psychology lecturers available to do the 
teaching (Levett, 1970). At Canterbury University the core text was The Foundations of 
Social Casework, edited by Brennan and Parker (McGregor, 1970). At Auckland University 
the foundation disciplines for social work were considered to be psychology and sociology 
(Clayton, 1970). 
Radical social work theorists were, however, beginning to argue strongly that social 
work’s focus on traditional casework had diminished the profession’s core role to one of 
social control rather than social change. The split between social workers and community 
workers grew as the theoretical underpinnings of the two diverged more and more sharply 
with the increasing influence of the new school of theorists. At the same time, Māori 
communities were also challenging traditional Westernised casework methods and demanding 
Māori social workers and the development of uniquely Māori models and approaches to 
social and community health and wellbeing (Barretta-Herman, 1994a). 
The 1980s 
Social, economic and political context. 
The Department of Statistics report on income distribution in the 1980s described the 
decade as a period of significant change in Aotearoa New Zealand: 
The succession of rapid changes began with the introduction of a wage and price 
freeze lasting almost two and a half years, from June 1982 to November 1984, along 
with major tax changes in October 1982. Events gained momentum after the Labour 
Government came to power on winning the snap election of July 1984. Major 
economic changes were introduced in subsequent years. . . . It has been a period in 
which the breadth of change has had little comparison in recent memory (Department 
of Statistics, 1991, p. 53). 
Muldoon’s interventionist policies were still in full swing for the first part of the decade. 
However, opposition grew and as oil prices stabilised his Think Big projects proved 
disastrous financially and environmentally (Cheyne et al., 2005). Treasury’s briefing papers to 
the new Labour Government in 1984 laid the blame for the country’s economic woes firmly 
on the monetary policies of the Third National Government (Roper, 2005). 
Belgrave (2004) contends that the extensive reforms of David Lange’s Labour 
Government were predominantly about changing the fundamental economic platform upon 
which social policies would be supported. This platform, firmly embedded in neoliberal 
theory, was coined “Rogernomics,” after Finance Minister Roger Douglas. Massive changes 
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in the provision of education, social, and health services followed the changes in monetary 
policy introduced by the Labour Government. Belgrave (2004) contends that the changes that 
occurred made the consumer the basic unit in policy and planning, replacing the idealised 
family of earlier years. Barretta-Herman (1994b) noted the 
apparent ease with which the fourth Labour Government . . . was able to reject a 
nearly one hundred year legacy of progressive social legislation and to restructure 
social policies based on principles of the free market, deregulation and individual 
responsibility. (p. xiii) 
In social policy, reforms were based largely on the notion of contracted provision of specific 
services by voluntary and community groups. Tennant (2004) asserts that the government saw 
this process as a means of reducing the role of the state as direct provider, reducing costs, 
providing competition, supporting local services, and increasing consumer choice. The 
reforms were criticised by those who believed that the changes would result in as many 
negative as positive consequences for the social services. These included higher compliance 
costs, constant funding applications, and a sense of powerlessness and frustration with the 
state as the funding body. 
Alongside the policy and practice shifts noted above, the push for 
deinstitutionalisation of state wards, those with mental health problems and the profoundly 
disabled increased in pace. The continuing move toward privatised and community care for 
these groups was welcomed by some as an effective method of reducing costs and state 
intervention, while others considered it a positive response to a growing view that all 
members of society should have the opportunity to be active participants in their 
communities. These two unusually allied perspectives were considered by Belgrave (2004) to 
act together in the wider social and political context to drive the restructuring of the neoliberal 
state. There were critics, however. The Mental Health Foundation and National Council of 
Women, amongst other groups, protested about widespread community neglect when funding 
did not follow patients into the community as promised (Brunton, 2004). 
The issues around women’s health also came to the fore in this decade, most 
memorably from the Cartwright Inquiry into the treatment (or lack of) of women with cervical 
cancer in Auckland. Herd (2005) identified this report as a “blueprint for patient rights” (p. 
58). 
On the positive side, it needs to be acknowledged that many exciting community-
based innovations emerged over this time in response to the new public health model (Abbiss 
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& Kunowski, 1999). At the same time, feminist methods of intervention, such as the 
Women’s Refuge movement, increasingly gained credibility (Worrell, 2001). 
Te Ao Māori. 
Interestingly, the paradigm shift in New Zealand social policy toward individual 
freedoms and rights and community-based initiatives opened the door for Māori to contest for 
contracts and develop pan-tribal and iwi-based (extended kinship group) social services. 
Following on from the first national Māori Health hui (meeting) in 1984, highly regarded 
figures such as Mason Durie and Professor Eru Pomare raised public awareness of the way in 
which Māori had been treated through the monocultural approaches of medical researchers 
and policy makers. They, amongst many other Māori, actively promoted Māori cultural 
values and practices in the wider health field. “‘By Māori, for Māori’ became a watch cry in 
health, education and economic development from the 1980s” (Dow, 2004, p. 91). The 
establishment of several marae-based health centres followed—the Waahi Marae Health 
Centre in Huntly was the first and the Waiora (good health) programme in South Auckland 
possibly the most ambitious (Abbiss & Kunowski, 1999). 
In the wider context of 1984, a group of women from the Auckland Department of 
Social Welfare (including a number of NZASW members) released a report identifying and 
challenging institutional racism within the Department (Berridge et al., 1984). Their ground-
breaking work was acknowledged in the widely acclaimed Puao-Te-Ata-Tu (Daybreak) 
(Ministerial Advisory Committee on a Māori Perspective for the Department of Social 
Welfare, 1988). This damning report had a huge impact on the practice of social service 
delivery. It made such a powerful statement about the effect of institutional racism within the 
Department that it is still being used as a resource in social work programmes today. Tennant 
(2004, p. 20) commented that “even those who felt uneasy about its polemical elements had to 
acknowledge its rhetorical power and insight into Māori feelings about institutional racism 
and the state’s treatment of Māori children.” From this report, amongst others, evolved the 
Children, Young Persons and Their Families Act 1989 which radically altered established 
social work practice with families and children by giving “recognition (to) Maori forms of 
social intervention and care giving” and “greater weight to Maori ideas and ways of resolving 
conflict” (Keenan, 2004, p. 213). Keall (1993) noted that as a result of the efforts of Māori 
workers and educators, traditional knowledge and ways of working underpinned programmes 
and practices such as Mātua Whāngai (Māori traditional practices of adoption) and 
whakapakari whanau (strengthening families) , thus becoming an integral part of Aotearoa 
New Zealand social work practice (p. 4). 
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The 1988 Royal Commission of Social Policy recognised the two major cultural 
traditions of New Zealand and argued that this dual heritage needed to be acknowledged at all 
levels of society (Cheyne et al., 2005). However, Duncan (2007) comments that while the 
issues of institutional racism were taken seriously over this period “the underlying social and 
economic problems of Maori disadvantage remain(ed) unresolved” (p. 175) 
Cheyne et al. (2005) sum up the political and social upheavals of the 1980s 
effectively: 
In a dramatic contrast to the economic liberal and social conservative alliances that fed 
New Right reforms in the UK and the USA, New Zealand’s neo-liberal economy was 
combined with a degree of social liberalism, an anti-nuclear foreign policy, and an 
apparent commitment to cultural diversity and feminism. (p. 27) 
Social work as a profession. 
The government’s policy of deinstitutionalisation had an enormous effect on statutory 
social work. Barretta-Herman (1994b) records that the ratio of residential to field-based social 
workers within the Department of Social Welfare dropped from being roughly equal in the 
1970s to nearly half in the 1980s. Alongside this shift came growing support within the 
Department and the wider social services sector for the establishment of “a community social 
work model utilising volunteers, voluntary agencies and informal networks” (Barretta-
Herman, 1994b p. 123). While some heralded these movements, others saw them as smoke 
screens for the “systematic dismantling of the welfare state” (Barretta-Herman, 1994b, p. 
140). 
The Brownlie report of 1982 (cited in Barretta-Herman, 1994b), argued strongly for 
social work education to be delivered through universities and supported the increasing 
professionalisation of social work. As a result, the stand-alone Department of Social Policy 
and Social Work was established at Massey in 1984 (Cheyne et al., 2005). 
In stark contrast, the Social Work Training Council was disestablished in 1985 
following criticism of its emphasis on professional education and university-based 
programmes, lack of a bicultural focus and lack of effort in promoting training programmes 
for youth and community workers. According to Barretta-Herman (1994a), this had the effect 
of stopping university accreditation processes, ending the awarding of the Certificate of 
Qualification in Social Work (CQSW) and interfering with the maintenance of formal 
relationships with the international social work community. The Council was eventually 
replaced by the Council on Education and Training in the Social Services in late 1986, but it 
68	
took some years before the new council had proposals for its own “Certificate in 
Competency” ready for presentation to the social work community. 
A watershed era for the professional identity of social work. 
By 1984, what was then known as the New Zealand Association of Social Workers 
(NZASW) had a total membership of just 450 (Tozer, 1984). There was significant concern 
that numbers in the Association were falling, and community and youth workers were 
questioning whether they should establish separate representative bodies. There was a view 
held by some that the Association was of little relevance to social workers nationally. 
Competency and registration issues were also a major focus of discussion. As noted above, 
the Social Work Training Council produced a document on “Minimum Competencies for 
Social Work in New Zealand” (New Zealand Social Work Training Council, 1984). 
Independently of this, a national survey on registration was undertaken by the Association, 
and a report with proposals for registration of social workers was prepared for the 
profession’s 1984 national conference. The Association’s Working Party on Racism (1984) 
also prepared a report.  
An editorial published prior to the conference captured the essence of these debates at 
this point in New Zealand’s social work history:  
Emphasis in the debate has been given to the establishment of “professional 
standards” of competence, the wish for protection of clients and the issue of possible 
elitism within the association. However as social workers become more active in 
addressing racism, it is clear that the policies of our own association must also come 
under scrutiny. What are the implications of registration and accreditation for Maori 
and Pacific Island social workers? What will be the criteria for acceptance and who 
will decide? (Davys & Kemp, 1984, p. 1) 
The 1984 Christchurch conference was intense as the issues of registration, professionalism, 
and racism became intertwined. The executive’s proposal for registration was ultimately 
rejected and the Association established a Standing Committee on Racism. In addition, the 
National Executive was charged with researching a framework for a system of accountability 
of social workers and social work services to consumers, the public, employers, and the 
profession (Beddoe, 1984; Murphy, 1985). 
The Association’s work on the development of an accountability system and with the 
antiracism movements continued into 1985 within a context of widespread social change and 
upheaval. Pressure mounted on the Association to develop a workable system as both the 
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Department of Social Welfare and the Social Work Training Council set up their own 
working parties to look at competency and standards of practice. Social work was in danger of 
having the nature of its task and the qualities required of social workers determined by 
employing agencies rather than the profession itself. Daniels (1985) argued that “The issue of 
competency presents a challenge to social work. It raises concerns about the social work task, 
about the education and training that prepares workers for that task and about the 
professionalism of social workers” (p. 7). The editorial in News and Views in Social Work in 
August/September 1985 continued the discussion within the Association by putting forward 
an argument against registration: 
Registration, an imported model, is about status and elitism, largely based on the 
possession of rigid, formal qualifications. . . . [It] is a mere smokescreen of the real 
debate about what social work is and where we should stand in relation to our clients 
and the state. (Beddoe, August, 1985, p. 4) 
These discussions set the context for the 1986 conference “Social Work in Te Aohurihuri” 
(Social Work in a Changing World). The principal themes were again around the three issues 
of racism, accountability, and survival of the association (Conference Committee report to the 
National Executive, 1985). The NZASW Standing Committee on Racism released a draft “Bi-
cultural Code of Practice” (March, 1986) for members to consider, arguing that “this 
conference may give us our last chance to come to terms with our past wrangles on 
registration and professionalism and move on into a challenging future unrestrained by 
imported models” (NZASW Standing Committee on Racism, July 1986, p. 5).  
The accountability working party presented its report to the membership at the 
conference (NZASW, 1986). Māori social workers initially rejected both the proposal and the 
Association itself as they thought that neither adequately recognised the needs of Māori. The 
group which by the end of the Conference came to be known as the Manuhiri (visitors) 
Caucus responded to the Māori social workers’ challenge by putting together a new statement 
on social work based on the following principle: 
The bicultural identity of Aotearoa is based on the Treaty of Waitangi. NZASW 
recognises Maori people as Tangata Whenua of Aotearoa and affirms their right to 
self-determination. We also acknowledge that power over resources and decision 
making is held by Pakeha. Bicultural practice requires that Tangata Whenua and 
manuhiri contribute equally to policy and decision making at all levels and have an 
equal access to resources. In addition, we recognise existing Maori models and 
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initiatives as alternatives to conventional monocultural practices. (NZASW Manuhiri 
Caucus, 1986) 
The Māori social workers responded positively (NZASW Māori Caucus, 1986). From here 
agreement was reached that the Association would take on a new bicultural structure which 
can be seen as the forerunner of today’s Aotearoa New Zealand Association of Social 
Workers. The intent was for this structure to ensure the continued existence of NZASW until 
a national Māori social workers’ hui could be held at which long-term decisions would be 
made about the nature and extent of their involvement in the Association (NZASW, 1986). 
A series of regional hui for Māori social workers took place around the country over 
the following months (Fraser, 1987). In the first Social Work Review of 1988 Fraser wrote as 
the founding manuhiri Co-President: 
1987 was a difficult year for NZASW as we confronted our own racism and attempted 
to support the fledgling Tangata Whenua caucus. At our AGM in November Rahera 
Ohia [the first Tangata Whenua Co-President] announced that the caucus had come of 
age and that the Tangata Whenua social workers’ choice was to stand alone and gather 
their strength and resources before looking at partnership with manuhiri in NZASW. 
(Fraser, 1988) 
Ohia wrote in her report for the Tangata Whenua Caucus in that same journal that the 
parting of the ways did not mean an end to the goal of bicultural development of social work 
in Aotearoa New Zealand.  
We are embarking on a course which will enable Maori social workers and volunteers 
to decide what contribution we will make to bi-culturalism. The Tangata Whenua and 
Manuhiri caucii must be able to contribute equitably if bi-culturalism is going to 
succeed—one cannot carry the other. (Ohia, 1988) 
The departing Tangata Whenua Caucus presented a challenge to the Association to continue 
with its attempts to develop a Code of Practice for social work in Aotearoa as a means of the 
profession determining and shaping its future (NZASW National Executive, 1988).  
The introduction of the NZASW “Qualification in Social Work Practice.” 
In spite of the fact that the Association was in a more perilous position than ever with 
just 291 financial members (NZASW National Executive, 1988) the work of shaping a unique 
identity for social work in Aotearoa New Zealand and defining social work’s roles and tasks 
for the future in this country continued. At a special general meeting held in late 1988, it was 
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agreed to introduce a “Qualification in Social Work Practice” (QSWP—later to become the 
ANZASW Competency Certificate). The underlying philosophy was that this qualification 
would focus on the wellbeing of clients through determining that social workers held the 
required knowledge, skills and values to undertake their many roles and tasks effectively 
(Daniels, 1985). 
The problem [had been] finding a system that was not elitist, self-seeking and 
exclusive of certain groups. . . . The new model. . . [focuses] on yours and my 
practice. That practice will be required to reflect the code of ethics and the principles 
and philosophies of the Association. Bi-cultural practice is a key part of this. (Daniels, 
1989a, p. 2) 
Lynne Briggs, president of the Association from 1988 to 1990, explained to members that the 
awarding of the qualification was thus to be based on practical experience, an assessment of 
competence to practice, and demonstrated commitment to bicultural practice and the 
philosophy of the International Federation Code of Ethics. The intent was that from 1989 
onward, anyone who wished to join the Association would need to have, or be in training for, 
the QSWP. Assessment of individual social workers was to include input from peers, 
consumers of the social worker’s services, and their employing body (Briggs, 1988). What 
was particularly clear, and unique to NZASW, was that the assessment did not include a 
requirement for any formal university qualification such as a diploma or degree in social 
work.  
At the ceremony convened to hand out the first Certificates of Competency, the then 
Minister of Social Welfare the Hon. Michael Cullen said: 
The challenge is to put in place a professional approach to things such as training and 
programme evaluation and accountability but at the same time to avoid the pitfalls that 
the creation of a “profession” invariably brings. I am referring to the temptation to 
elitism and to the creation of a dependency syndrome through intervention into a 
situation rather than interaction with the various, often very complicated, factors at 
work. 
The certification system that you are initiating today is part of that process. My 
hope—and I’m sure all of yours—is that it will encourage social workers to think of 
themselves as professionals, with an obligation to provide a consistent standard of 
care, and with the confidence to reshape the profession wherever necessary to address 
new areas of need as they evolve. (Cullen, 1989, p. 29) 
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Social work theory and practice. 
In the same speech, Cullen went on to state that: 
It is obvious that the role of the social worker in New Zealand’s welfare system is 
being reshaped and redefined. The last decade has thankfully put to rest the old 
stereotype of the social worker as a person with half a degree in psychology, a “real 
love for people” and a poorly concealed (and only half baked) political agenda. What 
we now have is a fledgling profession with a great need to establish its credentials and 
yet maintain its roots as a client-centred, uniquely flexible and responsive service. 
(Cullen, 1989, p. 29) 
McCreary (1982) argued that at this stage in New Zealand social work’s development, 
material and methods used were still largely derived from overseas. An example of this is the 
borrowing of Britain’s “unitary approach” to social work largely based on systems theory. 
Raven (1993) suggests that this was welcomed in New Zealand as it pulled together the 
various fragmented approaches to social work across fields of practice. The concept of the 
“generic” social worker thus became popular. However, in McCreary’s opinion, the continued 
reliance on overseas theories and models was no longer a satisfactory state of affairs as New 
Zealand’s culture, society and values had evolved in a unique direction, and the country’s 
challenges for working in a multicultural society were very different from others.  
Into the 1990s 
Social and political context. 
Following the 1987 sharemarket crash, the New Zealand public became increasingly 
uneasy with Labour’s reforms. This resulted in a landslide victory to National in 1990 
(Cheyne et al., 2005). National then took Labour’s neoliberal policies to a new level by 
making further sweeping changes in social and labour market policy (McTaggart, 2005). 
Belgrave refers to the 1991 “Mother of all Budgets” as an example of this. The National 
Government made clear that it saw welfare was as nothing more than a safety net of absolute 
last resort. It signalled an ongoing process of removing all universal forms of state support. 
Social, health and educational services were to be delivered through contracts between the 
state and independent providers based on business models and “user pays” policies 
progressively introduced (Belgrave, 2004). 
Following on from the business model adopted in the State Sector Act of 1988 and 
reports such as that produced by Gibbs in the health field in the same year (McTaggart, 2005), 
professional managers from private business backgrounds were increasingly appointed in the 
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1990s to run the social and health services. This effectively removed decision making from 
service deliverers such as educationalists, social workers, and health professionals. 
Although the New Zealand Bill of Rights Act 1990 signalled an acceptance of 
standards against discriminatory practices in the public arena (Ministry of Women’s Affairs, 
2002), McClure (2004) argues that the National Government worked actively to change the 
rhetoric about needs and rights of those needing financial support by using the vocabulary of 
the right—dependence, blame, passivity, laziness. They then moved to cut benefits and social 
services. 
By 1993 the electorate was ready for change, however, if not of the party in power, of 
the voting system itself. A binding referendum forced the introduction of a Mixed Member 
Proportional Representation system of voting. The effects of this change were not immediate 
and in the intervening time National continued its neoliberal policies, increasing fees, charges 
and other costs on so-called public services whilst bringing in further tax cuts for high-income 
earners and businesses in 1996 and 1998. Duncan (2007, p. 200) describes this as a “neo 
conservative shift in neoliberal thinking.” 
The voice of the churches and their social services came back with a vengeance in 
1998 with the Anglican initiated Hikoi of Hope (protest march) that protested government 
policies and their debilitating effect on children, beneficiaries, and the poor generally 
(Davidson, 2005). Duncan and Worrall (2000) documented that social work practice for 
children in need was also determined by the neoliberal welfare policies of the government, 
with nonstatutory agencies having to “tender competitively for services predetermined by 
State-driven needs, analyses and output classes” (p. 291). However, by the end of the 1990s 
there was a significant and widespread backlash against National’s policies: “New initiatives, 
such as Strengthening Families, recognised that a strictly managerial and contract based 
approach failed to deal with the overlapping nature of need and the common responsibilities 
of different funding bodies” (Belgrave, 2004, p. 38). 
It was readily apparent that New Zealand’s experiment with deregulation and the free 
market had not increased overall prosperity but had led to a greater split between the wealthy 
and the poor on nearly every social and economic measure (Duncan & Worrall, 2000). 
Te Ao Māori. 
The 1990s also saw an ever increasing passion for self-determination for Māori.  
By being able to set their own social services agenda within a framework of 
partnership between the social service worker and the community, Maori people will 
be able to end the stigmatisation which too often attaches to being a both a user of 
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social services and a member of a minority group. . . . Maori people need, and in 
justice are entitled to, their own time and their own space to define and meet their 
individual and collective needs.” (Benton, Benton, Croft & Waaka, 1991, p. 3) 
A number of Maori Health Research Units were set up in different areas of the 
country, paving the way for many Māori-led research projects (Dow, 2004). Māori 
educational institutions were seen as holding some of the keys to the future, particularly 
regarding preserving Te Reo (the language) and passing on cultural values to succeeding 
generations. Te Kōhanga Reo (Māori language preschool), Kura Kaupapa Māori (primary 
school operating under Māori custom and using Māori as the medium of teaching and 
learning) and the Whare Wānanga o Raukawa (the place of higher learning or university for 
Ngati Raukawa) are examples of schools that by the mid-1990s offered these opportunities 
from preschool through to university level. 
Ka Awatea and Te Punga O Matahorua were two significant reports released during 
this decade. Ka Awatea portrayed “a people in crisis beset by major disparities in almost 
every area measured” and recommended the establishment of a specialist Māori agency along 
with “strategies for change in education, health and economic development” (Pihama, 1991, 
pp. 26–27). The second report, Te Punga O Matahorua prepared for the Social Welfare 
Department, acknowledged Māori disappointment at the lack of progress following Puao-te-
ata-tu, then set out to articulate the Crown’s interpretation of its specific responsibilities under 
the Treaty. It labelled these as “treaty principles” (Keenan, 2004, p. 219). However, many 
Māori did not accept the basic presumption that the Crown’s interpretation was valid and 
much debate followed—continuing well into the new century.  
Social work in the 1990s. 
Social work in the 1990s was shaped by the 1991 budget and Jenny Shipley’s 
package, “Welfare that Works.” The themes of this policy were choice for consumers and the 
notion that social work services could be purchased and consumed like any other product. 
Briggs (1990) commented that social workers, particularly those in Social Welfare and 
Health, were left reeling as they were subjected to continuous restructuring and change. By 
1994 there had been nine restructurings in nine years at the Department of Social Welfare 
(Shirley, 1994). The practice of contracting out social services to the lowest tenderer meant 
that staffing levels were lowered, fewer qualified staff were employed, and voluntary workers 
were asked to undertake roles that had been the domain of paid professional social workers 
(Duncan & Worrall, 2000). These factors combined had a significant effect on social workers 
across the whole range of fields of practice and had the unintended effect of increasing the 
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Social Work Association’s membership by about 30% as the profession’s concerns increased 
(Barretta-Herman, 1994b). 
By 1991, membership of the Association was growing and a full Board of 
Competency was established (Blagdon, 1991). An updated International Federation of Social 
Workers (IFSW) Declaration of Ethical Principles for Social Work had been passed at the 
1990 Argentinian Global Social Work conference. The Declaration empowered member 
countries of the IFSW to develop their own codes of ethics specific to their social, cultural, 
and professional contexts (NZASW, 1993). Within three years the Association’s first 
uniquely New Zealand Social Work Code of Ethics and Bi-cultural Code of Practice was 
produced in partnership by Tangata Whenua and Tauiwi social workers (Briggs & Curson, 
1993). Since then the Code of Ethics has been updated and translated into Te Reo Māori 
(Briggs, personal communication). 
Significant challenges remained, however. Māori social workers, as the Tangata 
Whenua Caucus of the Association, were challenged by their whānau, hapū and iwi to 
“reposition and centre nga tikanga me nga taonga i tuku iho (Māori wisdom, knowledge, 
collective experiences and procedures) in the development and delivery of the profession of 
social work to meet the needs of Māori people” (Ruwhiu, 1999, p. 36). Pākehā social workers 
were also challenged by Fulcher (1993) who expressed concern that it had become 
“fashionable . . . to abandon the notion of bi-cultural development” (p. 11). His argument was 
that “the policy thrust towards ‘parallel development’ has offered a clever intellectual means 
whereby Pākehā social workers, managers and policy makers can now avoid partnership 
obligations under the Treaty of Waitangi” (Fulcher, 1993, p. 11). 
In the same decade, the government expressed concern at the low numbers of qualified 
social workers and gave its support to continuing professionalisation with a significant 
funding package for education and training. However, the Council on Education and Training 
in the Social Services: 
essentially deregulated social work training by encouraging training pluralism and a 
three tier approach to social work courses. Their aim was to increase access for those 
already in the social services through programmes outside the University system 
whilst supporting the responsiveness and initiatives of that system. (Barretta-Herman, 
1994, p. 284)  
In 1997, Te Kaiāwhina Ahumahi (the Industry Training Organisation for the Social 
Services) presented its guidelines for a new Unit Standard (competency based) Diploma in 
Social Work (Te Kaiāwhina Ahumahi, 1997). This qualification was quickly taken up and 
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delivered by the majority of polytechnics and institutes of technology around the country. The 
movement in social work education toward an emphasis on technical skills was not welcomed 
by all. Nash (1998) summarised the writings of a number of international social work 
educators who were concerned that professional integrity and reflexive, critical practice were 
excluded from this approach to social work. They argued that the effect on social work as a 
profession would be the loss of control over its purpose, roles and tasks, with these instead 
being defined by employers and funders of social services. Bradley (1991) argued against 
competency measures of social work effectiveness, stating that in assessing technical skills 
they did not take into account the mauri (life force) of the profession’s mission.  
Social work roles and tasks, theory and practice. 
Social work in the 1990s continued to be shaped and defined by others as much as by 
the profession itself. For example, on the political stage, the Rt Hon Michael Cullen, Minister 
of Social Welfare (1990), foresaw a significant growth in the role of the social worker as a 
“facilitator of decision making” (p. 6) while Jenny Shipley, Opposition Spokesperson for 
Social Welfare (1990), was a lone voice in seeing growth in an educative role for social 
workers along with development in brokerage, traditional treatment roles and counselling 
services (pp. 10–11). 
In looking at the wider social, political, and economic framework for social work 
practice, Fulcher (1993) expressed his horror that social work’s roles and tasks had become 
increasingly redefined by the language of the New Right. The client was no longer an 
individual or group in the community but the government, as purchaser of services. Social 
work tasks had become outputs and the government, as client, would not pay for outputs that 
it did not consider of worth in achieving its social and economic aims. Subsequently, Hancock 
(1998) noted an ongoing tension between social workers and their managers for control of the 
professional task right through the 1990s—with the primary management focus not on the 
quality of social work services but on cost control and efficient service delivery. 
Within social work itself Bull (1999) argued that as a consequence of these powerful 
and dominating political and economic forces, social work had lost its focus on concerns of 
the “mind, heart and soul” (p. 19). He contended that the psychoanalytic tradition, which had 
been largely discounted in New Zealand social work by that time, should be reconsidered in 
light of this as a way of constructing social work practice that once again would link the 




The Early Decades of the 21st Century 
Social, economic and political context. 
The New Zealand public gave left wing parties Labour and the Alliance a clear 
mandate in 1999 to “dismantle the most unpopular features of the neo liberal policy regime” 
(Roper, 2005, p. 223). The government later claimed to have achieved this by softening the 
edges of neoliberalist policies and creating what is known as a new social democratic “Third 
Way” (Roper, 2005, p. 236). Under the country’s first elected female prime minister, Helen 
Clark, Labour put an emphasis on increasing funding in areas such as health and education, 
but it did not significantly raise the income level of those in the lower socioeconomic groups 
as might be expected. McClure (2004) explains this in terms of the conflict between meeting 
basic material needs and maintaining low wage policies in a continuing deference to 
neoliberal policy and the business vote. Roper (2005) contends that the government in fact 
bedded in twenty years of neoliberalist policies even further, making New Zealand one of the 
most unequal countries in the OECD. 
The New Zealand economy continued to expand over the early years of the new 
century, but the country entered a recession in 2008, the same year a new National 
Government was elected (The Treasury, 2010). Whilst New Zealand weathered the storm of 
the “Global Financial Crisis” of 2007–2008, it was not without significant damage to the 
socioeconomic fabric of Aotearoa New Zealand society (von Randow & Crothers, 2014). 
The 2016 Salvation Army State of the Nation report documents that, in 2015, there 
was little progress in reducing child poverty; that violence against children continues to be a 
significant concern in this country; Māori prisoner numbers increased to a record level; 
earning inequalities persist; and there are growing problems with methamphetamine use 
across the country. House price affordability measures have reached levels that have never 
been seen before in some parts of the country, with Auckland becoming one of the most 
expensive cities in the world. On the positive side, the report notes a reduction in child 
mortality rates and declining rates for violence, victimisation, and alcohol use (Johnson, 
2016).  
Te Ao Maori. 
Cheyne et al. (2005) contend that the government has had to respond to an 
increasingly articulate and diverse range of views and ambitions from Māori since the turn of 
the century. Ruwhiu (2002), for example, notes that the philosophy of Te Puni Kōkiri (the 
Ministry of Māori Development) is that Māori capacity development should clearly be by and 
for Māori. In the 21st century, a broad respect and acknowledgement of Māori as Tangata 
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Whenua by the government is not enough. Economic and political power sharing are needed 
to overcome racism and address the issues around tino rangatiratanga (self-determination) 
for the future (Cheyne et al., 2005).  
Social work in Aotearoa New Zealand in the 2000s. 
The first 15 years of the 21st century have seen major shifts in the development of 
New Zealand social work as a result of the social, economic, and political forces described 
above and in the previous chapter on global social work. The profession has continued to be 
shaped and reshaped by the forces of neoliberal economic theory which have resulted in the 
overturning of the “traditional welfare state role of the social worker” (Shannon & Young, 
2004, p. 9).  
In the Aotearoa New Zealand context, the social services encompass such services as 
Iwi social services, services to children and families, disability services, services to 
deal with adult and youth offending, non-institutional aspects of health care, and of 
mental health services, services to the elderly, special services to migrant and refugee 
populations and informal care. This is not an exhaustive listing. The diversity is both 
reflected in and caused by the uncoordinated and uneven pattern of delivery, and lack 
of clear and consistent policy framework. (Cheyne et al., 2005, p. 193) 
These early years have been characterised by attempts to combat the above through 
the creation of a “joined-up approach to social services” (Cheyne et al., 2005, p. 206). The 
Labour Government put emphasis, particularly in the child protection field, on a coordinated, 
consistent approach across the sector, with the weight on results rather than outputs. This was 
in marked contrast to the previous funding policy within which agencies fought bitterly for 
their own patches of work through contracting and silo funding. Consistent with this joined-
up approach, the Ministry of Social Policy expanded to become the Ministry of Social 
Development, swallowing up Work and Income, and Child, Youth and Family to become a 
supersized department. Social Workers in many fields are now controlled by, or at least 
influenced by, the research initiatives, funding priorities and employment opportunities of the 
Ministry. Iwi-based social services have continued to grow alongside a progressive move 
toward an iwi development perspective. There has also been an increasing recognition of the 
need for development of social services delivered by Pasifika people for Pasifika 
communities. 
A major concern has been expressed by many in the profession, including Nash and 
Munford (2001, p. 30) that: 
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Feminist groups such as women’s health collectives or women’s refuges now risk 
financial disadvantage when tendering for state agencies to purchase their services. 
This is because political comment is embedded in the feminist approach while state 
purchasing agencies refuse to contract with groups which have a political agenda. The 
purchasing of services is thus one mechanism by which the social work task is 
controlled by those outside the profession.  
This issue has affected other social service agencies such as the Problem Gaming Foundation 
which have spoken out at a political level on behalf of their clients and service users (Kirk, 
2014). 
The 2001 Report of the Community and Voluntary Sector Working Party raised a 
series of concerns, ranging from the government’s lack of public accountability for delivery 
of services under the “contracting for services” model, to the fears expressed by voluntary 
agencies about their lack of independence and the compromising of their advocacy role for 
clients in conflict with or suffering from state policies (Tennant, 2004). In spite of these 
issues, national social work professional leader Merv Hancock foresaw the evolution of a 
“multiplicity of new small voluntary organisations . . . many (of which) will spring up as new 
social formations in the community” (Tennant, 2004, p. 238). He also foresaw the entrenching 
of profit-based community care services. 
Perhaps the most significant challenge facing social workers currently is the review of 
the Ministry of Social Development’s Child, Youth and Family Service. Hyslop (2016) 
suggests that the process and potential outcomes are politically and ideologically driven by 
the National Government’s neoliberal agenda and social investment policy rather than 
professional research and knowledge about enhancing practice in the field of child protection.  
The social work profession. 
In a significant development for professional social work, the Social Workers 
Registration Act was passed into law in 2003. Beddoe (2007) notes that this was, at least in 
part, a political response to longstanding criticism of New Zealand’s child protection services. 
A report commissioned to investigate these concerns was completed in 2000, with registration 
of social workers amongst its key recommendations. ANZASW supported the findings and 
lobbied hard in favour of the new legislation (Beddoe, 2007). At the inauguration of the Act, 
Imelda Dodds, then President of the International Federation of Social Workers, noted that: 
Our work brings us into contact with some of the most disadvantaged, marginalised 
and vulnerable people in our community. Therefore, we must be ready, willing and 
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able to demonstrate that our skills, knowledge and competence to practise are of the 
highest order and we must be accountable as a profession for any failure on our part to 
deliver that service. (Dodds, 2003, p. 2) 
However, not all social workers welcomed registration in the same way. Hibbs (2005) noted 
that setting a degree as the required level of professional qualification reinforced traditional 
ideas about knowledge and knowledge creation and marginalised other sources. She also 
raised the question whether, through the process of registration, social work would be buying 
into the power structures it purported to challenge. Ruwhiu also challenged the continuing 
dominance and legitimisation of Eurocentric models of social work and welfare (Ruwhiu, 
1999). In contrast, Beddoe (2014) argues that registration strengthened some aspects of social 
work’s transformational and radical task by giving the profession legitimacy and a strong 
professional voice. 
The arrival of the professional registration era and the debates it engendered can thus 
be seen to have focused social workers’ attention on their profession as never before. In this 
climate, the ANZASW has had to “reinvent” itself to maintain its relevance to social workers 
in the field. Building on the work of those that came before, ANZASW has continued to 
develop its model of bicultural partnership. From the tentative beginnings at Tūrangawaewae 
(the main marae of the Kīngitanga at Ngāruawāhia) nearly 30 years ago the Association is 
again one Association with two caucuses. There is equal representation on its governance 
board from Tangata Whenua Takawaenga o Aotearoa (the original Tangata Whenua Caucus 
re-named) and Tauiwi social workers. Tangata Whenua Takawaenga o Aotearoa holds 
regular national hui and have representation on all of the ANZASW committees. Each year 
the publication of Te Kōmako (a special edition of the ANZASW journal) gives a platform 
and voice for Māori social workers and development of indigenous approaches to practice 
(ANZASW, n.d., Tangata Whenua Takawaenga o Aotearoa, paras. 3 & 4). In addition, the 
Association’s bilingual Code of Ethics represents a beginning in reflecting local social and 
cultural contexts (ANZASW, 2013). 
ANZASW now offers two complementary approaches to competency assessment—
Tangata Whenua members may choose to be assessed under the wider Association protocols 
or a specialist framework developed by the Tangata Whenua Takawaenga o Aotearoa. Both 
are recognised under the provisions of the Social Workers Registration Act (2003) for 
registration of social workers. In an exciting development, another professional organisation, 
the Tangata Whenua Social Workers Association (n.d.) was established in 2009, providing a 
unique voice and support for Māori social workers. 
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The Social Workers Registration Board continues to argue for mandatory registration 
of all social workers (SWRB, 2015). A parliamentary review of the existing legislation is 
underway, with a particular emphasis on exploring the feasibility of this option. The potential 
impacts on the social work workforce are significant. 
The relevance of the 2014 Global Definition of Social Work for present and 
future social work in Aotearoa New Zealand. 
The Global Definition of Social Work, ratified in 2014 and described in detail in 
Chapter 3, includes a number of points that are of particular interest to social workers in 
Aotearoa New Zealand. The core mandate includes reference to social development as an 
important strategy for social work. Social development is described as a holistic approach that 
intervenes at multiple levels and incorporates co-operation between sectors and professional 
groups. Social work in Aotearoa New Zealand has been moving in this direction for some 
time. 
The section of the commentary on principles includes recognition of collective 
responsibility for the wellbeing of each other and the environment. Ruwhiu (2009) and 
Mafile’o (2009), amongst many other writers, have consistently emphasised the importance of 
this for Māori and the many diverse peoples of the Pacific. Perhaps one of the most exciting 
and radical developments for Aotearoa New Zealand social work lies in the section of the 
commentary on social work knowledge: 
Social work is informed not only by specific practice environments and Western 
theories, but also by indigenous knowledges. . . . Social work seeks to redress historic 
Western scientific colonialism and hegemony by listening to and learning from 
Indigenous peoples around the world. In this way social work knowledges will be co-
created and informed by Indigenous peoples, and more appropriately practiced not 
only in local environments but also internationally. (IFSW, 2014, para. 19) 
This statement reflects and endorses the position the Aotearoa New Zealand Association of 
Social Workers (ANZASW) and the Tangata Whenua Social Workers Association have held 
and promoted over many years (ANZASW, 2015a; Tangata Whenua Social Workers 
Association, n.d.). There is now an opportunity for amplification of the international 
definition at regional and local levels and social workers in this country are currently engaged 
in the process of ongoing refining and development. 
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Social Work Knowledge and Theory, Roles and Tasks in Contemporary Aotearoa New 
Zealand 
As discussed above, Nash and Munford (2001) argue that neoliberal and third way 
policies have continued the process of dismantling state services, leading to what they term 
“an increasing fragmentation of the social work task” in Aotearoa New Zealand, as in other 
countries (p. 23). Harington and  Beddoe (2014) contend that while all professions have been 
affected by this process, social work has been more affected than others because its primary 
philosophical position is so significantly opposed to that of recent New Zealand governments. 
O’Brien (2014) maintains that the roles and tasks of social work in Aotearoa New 
Zealand are much narrower than previously, and far more controlled by the organisations 
within which social workers practice. Van Heugten (2001) however, argues that social work 
remains unique in its central tenet of “enhancing the reciprocal relationship of person and 
environment” (p. 3). She notes that whilst social work has specialised into different fields of 
practice, core roles and tasks remain common to all of these—for example, social workers in 
senior positions are likely to have roles as managers, supervisors or analysts, whilst front-line 
social workers are often counsellors, advocates, or case managers. Van Heugten (2001) takes 
a particularly narrow view of the social work process within which she splits social work 
tasks into three phases. In the first, the key task is assessment. In the second, the intervention 
phase, she identifies a range of tasks including teaching skills, enhancing social connections, 
counselling at a range of levels, educational tasks such as running courses or programmes, 
report writing, networking, providing advocacy services, analysing and potentially 
challenging social systems where they negatively impact on clients. In the third and final 
phase, which she calls post-intervention, she expects that the social worker will contribute to 
professional knowledge and research, undertake policy analysis, and make representations for 
improved services and conditions for client groups. 
Harms and Connolly (2009b) do not include educator in their examples of three key 
roles for the social worker in Australasia (they identify these as advocate, service provider, 
and protector of at-risk populations and individuals) but they too describe education as one of 
the many threads woven into the suits in the social worker’s wardrobe. 
As noted in Chapter 1, Beddoe and Palmer (2008) contend that social work practice in 
Aotearoa New Zealand today makes use of “social science discipline based knowledge in 
sociology, psychology, human development, social policy, law, Treaty of Waitangi, cultural 
studies and communication skills” (p. 1). The New Zealand Social Workers Registration 
Board (SWRB) states that graduates must: 
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demonstrate understanding of, and ability to, integrate sustainability and contemporary 
social, political, psychological, economic, legal, environmental, cultural and 
indigenous issues within Aotearoa New Zealand and internationally into both social 
work as a profession and practice. (SWRB, 2013) 
Strengths-based approaches have become commonplace across social work fields of 
practice in recent decades, along with a movement away from deficit or dysfunction based 
theories and models (Munford & Sanders, 2011). Postmodernist, collaborative and 
international (rather than Western) models and paradigms have also found a place in Aotearoa 
New Zealand social work in recent years (Staniforth, Fouché, & O’Brien, 2011). 
Māori social workers have continued to develop and expand their practice knowledge 
and theory along with other indigenous peoples in postcolonial societies (Hollis-English & 
Selby, 2015; Payne, 2007; Shannon & Young, 2004). Walsh-Tapiata (2004) celebrates the 
development of Māori models that are based on traditional cultural values and frameworks 
but accessible across a wide range of contexts. For Pōhatu (2003), this means taking Kaupapa 
Māori (based in Māori ideology) theory as the underlying framework of all models because it: 
accepts the integrity and potential within Te Ao Māori. It has grown out of the 
distinctive historical, political and social contexts of Aotearoa, privileging Māori ways 
of knowing, validating Māori first, Māori thinking, knowledge, language and 
application. . . it is a space that allows the display of what we can’t say through 
Western theory. (p. 21) 
Munford and Sanders (2011) contend that the relationship between indigenous and 
Western-based models of practice has come full circle with cultural concepts from Te Ao 
Māori (the Māori world) bringing a “rich and nuanced depth” to social work generally in 
Aotearoa New Zealand through provision of a framework that counters that of the neoliberal 
political and social policies of successive governments (p. 63). They argue further that 
indigenous approaches have brought fresh meaning to Western ideas of relational and 
psychodynamic practice in social work. It is noted that whilst this argument has much merit, 
the sharing of Māori knowledge and frameworks has been made possible by the generosity 
and goodwill of Māori social work communities, a point that is not made by Munford and 
Sanders. This remarkable situation is made even more so when considered in the context of 
the long history of colonialism and early social work practice documented in this study. 
Pasifika practices based on cultural traditions are proliferating, and Pasifika social 
workers’ voices are now being heard clearly and consistently in social work literature 
(Mafile’o, 2009; Worrell, 2001).  
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Research Relating to the Roles and Tasks of Social Workers in Aotearoa New Zealand 
As has been shown throughout this chapter, there is a wealth of information relating to 
the history of the profession in the local context and an increasing number of contemporary 
texts about social work practice in this South Pacific country (Harms & Connolly, 2009b; 
Hollis-English & Selby, 2015; Maidment & Egan, 2016). Derrett (2011), however, notes that 
there is very limited research into the roles and tasks of both direct and indirect social work 
practice. She argues that the most significant consequence of this lack of research base is the 
potential for inaccurate representations of the profession’s everyday work. 
What research there is relating to the roles and tasks of social workers in the Aotearoa 
New Zealand context is next described and discussed as part of the exploration of the missing 
role of social worker as educator in everyday direct practice. A review of the research in this 
area to date also lays the foundation for the current research project as both an extension to, 
and a challenge of, existing findings. 
Massey University study, 1982 
The first large-scale quantitative study exploring social work roles and tasks in the 
New Zealand context was undertaken in 1982 (Sheafor, 1982). This extensive study was 
developed for the New Zealand context from Teare and Sheafor’s earlier work in the United 
States, discussed in detail in the previous chapter (Teare & Sheafor, 1995; Teare, 1981). In 
New Zealand, the aim of the research was to inform curriculum development on a 
professional social work programme at Massey University. 
Self-administered questionnaires were distributed by a variety of means to 584 social 
workers from the lower North Island. 61.3% (358) were returned and considered valid for 
analysis. The participants were asked to rate each task statement on four five-point scales 
relating to their current job position. The four scales were how frequently they performed the 
task, how critical the task was for the wellbeing of the client, how important it was for new 
graduates to be able to perform the task when they began work, and how successful 
performance of the task related to successful overall performance on the job.  
Of the participants, 28.2% were employed by hospital boards, 44.4% by the 
Department of Social Welfare, 7% by the Department of Justice, just 1.7% by the Department 
of Māori Affairs, 15.4% from voluntary agencies, and the remaining 2.8% from other 
statutory and local government agencies. The responses revealed that 56.4% were female, 
90.4% European descent or Pākēha, 8.2.% Māori, and 1.4% people from the Pacific Islands. 
In level of education, 40.65% had less than university level qualifications and only 36.6% had 
social work qualifications. Overall, 63.6% identified their current position as social 
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caseworker, 12% as residential worker, 9.3% as community worker, and 15.2%% as 
administrator. In terms of their practice role, 65.7% identified as practitioners, 9% as senior 
practitioners, 12.8% as supervisors, and 12.5% as administrators. 
Sheafor used the content validation strategy developed by the National Association of 
Social Workers and modified for the New Zealand context to analyse the participants’ jobs 
and determine the nature of the roles (identified as “task clusters”) and tasks they undertook 
on a regular basis. The study identified 136 tasks and 24 task clusters. The study’s findings 
showed that the most common roles for social workers at the time across a variety of fields of 
practice were assessment, counselling and problem-solving, and brokerage (Sheafor, 1982). A 
lesser role as teacher of social and living skills was identified in the study and a number of 
threads which potentially could be considered part of a broader educator’s role were included 
within other roles. For example, the cluster of tasks for the brokerage/linking role included 
giving information to clients and others to explain agency programmes and policies, and 
telling clients about services and resources available to them. The external/public relations 
role included writing brochures and publications to inform clients and the public and to 
present information at public meetings. The counselling/problem-solving role included 
discussing options with clients in order for them to understand their choices and discussing 
points of view to increase their insight into their situations. 
Unfortunately, while the project was designed to be undertaken over three years, 
funding was withdrawn for the third and final year, during which it had been intended to test 
many of the methodological assumptions of the content validation model (Sheafor, Teare, 
Hancock, & Gauthier, 1985). The job analysis was based on respondents’ reports of their 
activities, and their responses were limited to the prestructured task statements and the 
questionnaires took up to two hours to complete. All these factors may have constrained 
responses. Another problem for the study was that at the height of the data collection phase, 
the Public Service Association advised members not to complete the questionnaire. This 
effectively put an end to responses from the public service. Whilst the advisory was later 
amended, the damage had been done, and responses did not recover. Professor Sheafor’s 
findings, however, provide a unique snapshot of social work in New Zealand in the 1980s, 
and his research remains the most comprehensive of its type undertaken in the New Zealand 
context. 
Research Into the Roles and Tasks of Health Social Work 
Toward the end of the decade, Daniels (1989b) published his research into the roles 
and tasks of health social work. The project had its beginnings in the Social Work Training 
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Council’s endeavour to define competent social work practice across fields of practice. While 
Daniels’ research was specifically about health, its findings were thus of significance to the 
profession as a whole as NZASW worked on establishing its “Qualification in Social Work 
Practice” (Flowers, 1989). Daniels made use of the instrument developed for Sheafor’s 1982 
research to codify the tasks of health social workers. Three task clusters (roles) relating to 
direct service provision to clients stood out in the findings as the most frequently undertaken 
by social workers in the sample. Consistent with Sheafor’s findings these were 
counselling/problem-solving, case management, and brokering/linkage. Together they 
accounted for nearly 90% of the work undertaken in the timeframe of the study. Time spent 
on teaching social and living skills was the only task cluster relating to any form of education 
component in the health social workers’ practice, but it accounted for only 2.07% of the social 
workers’ time. 
Daniels also detailed the skills required for social workers to be considered competent 
in the health field. For direct intervention with clients and their networks, he listed what he 
called “the foundation skills—communication, social work process (engagement, 
analysis/assessment, goal setting, contracting, intervention, evaluation and termination or 
transfer)” (Daniels, 1989b, p. 77). To these he added the task-specific skills of advocacy, 
counselling, and group process. In the section of his report on the knowledge required for 
competently undertaking the social work process he argued that, at an advanced level, a health 
social worker should have knowledge of “theories and therapies for work with individuals, 
groups and families e.g. psychoanalytic, learning, modelling, communication, task centred, 
crisis intervention, behavioural etc” (p. 65) and “knowledge of the roles performed in the 
social work process e.g. broker, advocate, enabler, mediator, teacher” (p. 64). 
As part of Daniels’ project, funding and support were given to Māori health social 
workers to contribute regarding what the issue of competency meant to them. This work was 
undertaken through discussions at a series of hui. Nia Nia (1989) reported back on behalf of 
the group in a separate section in the final report. Recommendations included the need to 
work in a holistic manner using concepts of whānau, wairua (spirituality), hinengaro (thought 
processes), and tinana (physical wellbeing) and the need to work with Māori concepts of 
confidentiality and ethics. While this process of consultation was laudable, the final 
recommendations of the research project about knowledge and skills of competent health 
social workers barely reflected an indigenous approach at all, being framed very much within 
a Western individualistic model and making only broad and brief reference to “knowledge of 
the social work process as it applies to work with the Maori and Pacific Island people” 
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(Daniels, 1989b, p. 83) and “knowledge of a range of approaches acceptable to other cultures 
and in particular Maori and Pacific Island” (p. 90). 
Research Into the Counselling Role of Social Work 
An extensive study into the role of counselling within social work in this country was 
undertaken by Staniforth in 2010. As part of her research, she asked participants for their 
definition of social work. She found that 53% considered that social work was about helping 
clients or service users to bring about change in their lives, with advocacy and empowerment 
considered the next most important theme or task in their definition of social work (36%). 
Counselling was part of the job description of 31% of Staniforth’s participants, and 45% 
indicated that they do some counselling within their practice (Staniforth, 2010).  
Staniforth concluded that while academia may consider that social work definitions 
have evolved in different ways, social workers in direct practice still define their roles in 
terms of their everyday work. There was no reference in her research to an educator role or its 
associated tasks. 
Limitations of the study include the inability to extrapolate findings outside of 
ANZASW membership which means that the perspectives of social workers who have chosen 
not to be members, for whatever reason, are not represented in the findings. 
Staniforth’s data was used for another study specifically comparing themes in social 
workers’ definitions of social work in Aotearoa New Zealand with those in the international 
literature (Staniforth et al., 2011). The researchers found that participants in this country have 
not made as significant a shift as those overseas in placing social change at the heart of social 
work or reframing social work in postmodern theoretical perspectives. In fact, more indicated 
that they continued to define social work from an ecological framework grounded in 
modernist theory. Neither did the findings show as great an emphasis on evidence-based 
practice or indigenous constructions of social work as the international literature and 
Aotearoa New Zealand’s history might have indicated. The results echoed Staniforth’s 
findings from her original research in that social workers in her study were more likely to 
define social work in terms of their everyday work roles and tasks. 
Research Into a Competency Framework for Health Social Workers 
A significant piece of research into the development of a competency framework for 
health social workers was undertaken by Derrett in 2011. Her mixed methods study included a 
self-administered questionnaire and associated narrative comments from participants. 
Participants came from the pool of ANZASW members who identified as health social 
workers. The sample of 167 represents a 16% response rate which Derrett notes is above the 
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12–14% rate expected for mail-out surveys (Synodinos, 2003). Of the participants, 81% were 
female, and the mean age was 47 years. New Zealand Pākēha made up 64% of the sample, 
with 16% identifying as Māori, 10% as European, 4% as Pacific Islander.  
Derrett used a series of 18 competency statements and 107 associated elements, which 
she compiled from a range of existing competency frameworks. Participants were asked to 
indicate on a seven-point Likert scale the extent to which they agreed with each of the 
elements. 
Derrett’s third competency statement relates to developing and implementing 
educational interventions with clients. Mean scores showed that participants agreed with all 
three elements associated with this competency. These were establishing the client’s need for 
education, linking the client to appropriate resources and learning opportunities, and using 
appropriate language and technology when presenting information. Comments from 
participants, however, showed some confusion about an education role in social work (6%). 
Derrett reported that 5% indicated they did not have time to carry out an educational role and 
three that education was not part of their role at all. 
Although participants agreed about the relevance of the educational intervention 
competency in their everyday work, there is no reference at all to an educational role in 
Derrett’s final proposal for a national competency framework for health social workers.  
Limitations of the study included the size of the sample and the need for the 
competency statements to be further debated and refined within the unique context of 
Aotearoa New Zealand.  
Locating the Threads of a Role of Social Worker as Educator in Everyday Practice 
Through the History of the Profession in Aotearoa New Zealand 
The review of the literature and local research clearly shows that education as a 
discipline and body of knowledge has not featured with any significance in the development 
of local social work theory or practice. There are a number of points in our history, however, 
where tentative references and links can be found.  
As noted earlier in this chapter, in the early days of organised social work in Aotearoa 
New Zealand, statutory child welfare services were delivered by a division of the Department 
of Education. Anderson (1965) wrote that “This seems to be a more appropriate link than an 
association with Health or Justice or Social Security would be. Child Welfare is a social rather 
than a medical service; its work is educational and in no sense penal” (p. 15). However, by the 
early 1970s, social work was transferred from the framework of an educational institution to 
the newly formed Department of Social Welfare. 
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In reviewing the themes of an early social work conference in the 1970s, Robb (1970) 
noted that a key question had been: “What is a social worker?” The discussion centred on the 
notion of change and the rapidly changing New Zealand society. 
As our educationalist friend, Mr Smith, stressed, we cannot forget the speed with 
which knowledge is being outdated, and as he emphasised we must be concerned with 
the problems of teaching people to deal with change . . . the day of the “cookbook” for 
action is gone. (Robb, 1970, p. 5) 
We talked a good deal (and I found this unexpected but not unwelcome) about 
education in the general, conventional sense not just related to social work, and there 
was obviously a good deal of feeling abroad in the meeting, due not merely to the fact 
that we have a School Counsellor as President and an increasing number of members 
who going into School Counselling positions, that the relationship between the social 
worker and the school teacher was perhaps closer, or could be closer, than it has been 
in the past. Remembering the number of social workers in New Zealand who have 
been recruited from the ranks of teachers, it is perhaps surprising that we have not 
noticed this earlier (p. 7). 
However, Professor Minn, who had headed the School of Social Science at Victoria 
University for many years, argued in his retirement speech that, while the Teachers’ Training 
College could provide suitable courses for social work, this was not a good idea. In his 
opinion, while education and social work could be seen to overlap in some areas, the 
“professional orientation” was different in the same way that counselling, while it too 
overlapped, was only one aspect of social work practice (Minn, 1971, p. 5). 
No further reference to a possible link between social work and education was found 
in the literature until the 1990s. Jenny Shipley, Opposition Spokesperson for Social Welfare 
and then Minister of Social Welfare in the National Government, (1990) saw that social work 
at that time had the potential to develop roles within education services. Her ideas included 
becoming providers of “parents as first teachers” programmes, servicing the needs of students 
in schools, and providing counselling and teaching services to schools regarding peer pressure 
management. She argued that  
Social work has been described as having two faces, that of the private troubles and 
the public issues . . . quite simply I resolve the two by placing the priority on creating 
an environment in which individuals can make choices for themselves. The only role 
that social work has in that environment is a proactive enhancing and educative role 
(Shipley, 1991, p. 15). 
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Out of these ideas developed the “social workers in schools” (SWIS) positions that are 
now widely spread across the country. The 2002 review of the service described the role of 
the SWIS social workers as delivering an in-depth professional response to children, families 
and whānau through a range of strength-based interventions that include assessments, 
networking and linking of services, accessing resources, individual casework, and delivering 
early intervention and preventive programmes. Whilst not specifically working from an 
education theory framework, the link to education here is not just in some of the tasks the 
SWIS workers perform but in the siting of the service in schools where social work 
intervention can be seen as less threatening and more accessible (Ministry of Social 
Development/Te Manatū Whakahiato Ora, 2002). 
Alongside, but separate to this development in the 1990s a number of Māori social 
workers and policy makers were referencing the work of transformational educational 
theorists such as Paulo Freire. Freire’s work and that of other transformational education 
theorists will be discussed in depth in the next chapter. A report produced in 1991 for the 
Māori Caucus of the New Zealand Council for Education and Training in the Social Services 
reframes the notion of the transformatory nature of social work into the language of the 
education: 
The first task of social education is to enable the educated to empower the powerless; 
to give Tamaterangi the cloak that will enable him to speak. An educated social 
services worker should be both able and willing to free the minds of the oppressed, to 
enable them to see beyond the limitations of their misfortunes, to become actors taking 
back control in their own lives, instead of passively accepting their status as victims. 
(Benton, Benton, Croft, & Waaka, 1991, p. 1)  
Bradley (1993) makes the only specific reference to the notion of social pedagogy found in 
this review of local social work literature. Social pedagogy, as a European discipline that sits 
at the intersection between social work and education, was referenced in Chapter 1 and is 
discussed in depth in Chapter 6. Bradley noted that: 
We have in the past practised on the basis of working individually with clients. Some 
of us still work this way. In my view this is termed as an individual pedagogical 
approach. Others also work with individuals, yet within the context of their whanau. 
There are yet others who work with individuals within the context of their whanau, 
hapu and iwi. . . . There are a smaller group who work from the direction of the iwi 
base across the hapu to the whanau to the individual. This approach in my view leans 
more toward a socio-pedagogical approach (pp. 5-6). 
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While very little further reference is made to the potential of educational theory for 
social work and its variety of roles and tasks in Aotearoa New Zealand, Harms and Connolly 
(2009b) do describe education as one of the many tasks of direct practice social work. 
However, they argue that this task is informed by the profession’s value base and skills (rather 
than locating it within an educational theory base) and do not include it as one of three key 
roles of a social worker in Australasia. These roles they identify as advocate, service provider, 
and protector of at-risk populations and individuals. 
The next chapter discusses the history and key themes of educational theory and 
philosophy, as understood in the Western world with its largely European, British, and 
American traditions. It explores existing connections with social work and introduces new 
aspects of theory from the discipline of education that could potentially, inform a role, or suit, 
for the social worker as educator in Aotearoa New Zealand. 
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Chapter 5: Education Theory and Philosophy  
Introduction 
This chapter moves away from a reflection on social work’s history, theories and 
practices to explore the field of education theory. The various branches of education 
philosophy from classical times to the contemporary world are outlined here, and current 
approaches that might inform an educator role in everyday social work practice with service 
users are explored. Modern-day issues and developments in education are also discussed 
where they overlap with the challenges facing social work. 
For the purposes of this thesis, education is not limited to a narrow view of formal 
teaching and learning but rather is considered to incorporate all aspects of learning for life and 
to take place in a diverse range of settings. Educational processes are considered integral to 
the social world: creating and reinforcing shared goals and traditions, developing and agreeing 
on values, shaping cultural norms, negotiating differences and determining processes of 
everyday communication and negotiation (Wood & Judikis, 2002). 
The project of education is among the most complex of human enterprises, arising in 
the nexus of individual interest, social need, disciplinary diversity, cultural self-
perpetuation, and humanity’s efforts to situate itself in the more-than-human world. 
(Davis & Sumara, 2010, p. 856) 
Alongside the exploration of education theory, the concept of knowledge is discussed. 
In the 21st century, knowledge is not simply related to the production and dissemination of 
facts from a small number of sources. Rather, it is construed as a complex arrangement of 
schemas and conceptual structures which originate from multiple sources, including the 
public world as well as traditional academic settings (Resnick, 2010). 
The Beginnings of Education Theory and Philosophy 
As has been seen in the preceding chapters, ideas do not necessarily develop 
sequentially or in isolation from each other. In education, as with social work, the 
transformation of ideas and theories over time is a matter of challenge, rejection, reshaping, 
reinventing and responding to changing contexts. There is also ongoing debate about the place 
of education philosophy within the wider discipline of philosophy, and its place within 
broader theory relating to politics and power, ethics, knowledge, and existence itself (Brooke 
& Frazer, 2010). Thus for some, education theory may stand alone, whilst for others, it is 
inextricably linked to wider debates about humankind. In the discussion to follow there is 
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overlap between those clearly identified as education theorists and a number of philosophers 
for whom education is one aspect of their wider social or political project. 
According to Hancock (1996), the word “education” can be traced back to the Latin 
word “educe” meaning to lead out. He argues that it may also be related to two similar Latin 
words. The first is “educare” which can be translated to mean a process of moulding or 
conforming to a particular condition or requirement such as a set of desirable social goals. For 
some, this could be considered a process of controlling or entrapment. The second word is 
“educere,” associated with the notions of freedom, expansion, and creativity. The many varied 
approaches to education theory stem from one or both of these early concepts.  
Idealism 
Idealism is considered to be the first systematic Western philosophy of education 
(Sadovnik, Cookson, & Semel, 2006). The Greek philosopher Plato (427–347 B.C.) is 
credited with the creation of this school of thought, building his ideas on those of his teacher, 
Socrates (469–399 B.C.). Socrates taught through a process of oral dialogue, using 
questioning to challenge the thinking of his pupils. This process continues to be used in 
modern day education and remains known as the “Socratic method.” Plato’s approach to 
education was to engage another person in discussion, then question that person’s point of 
view from an alternative position. A systematic, logical examination of both positions was 
considered to lead to a synthesis of ideas, acceptable to both parties. This educative style also 
continues to be used today and is referred to as a “dialectical process.” Plato considered that 
the fundamental purpose of education was to achieve collective good through the learning and 
development of individuals. 
Idealists include St. Augustine, René Descartes, Immanuel Kant, and George Hegel 
(Sadovnik et al., 2006). These philosophers consider that ideas can change lives and education 
can be transformational. The role of the educator, therefore, is to be active in discussion and 
debate, pose questions, share material that is challenging and thought-provoking, act as a role 
model, and establish an environment that is conducive to thinking and the exploration of 
ideas. Through this process, the aim is for the learner to move to new levels of awareness and 
understanding and then to move from analysis to action.  
Some historians argue that Isocrates, Plato’s contemporary and arch rival, has been 
more influential in the world of education ideas than Plato himself (Muir, 2015). Isocratic 
tradition is considered by these authors as the foundation of liberal education, passed from the 
ancient Greeks to the Byzantine world, to the Romans and then to what is known as “the Latin 
West.” In fact, Knowles (cited in Muir, 2005) considers that Isocrates, not Plato, was the most 
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influential theorist throughout the Middle Ages and into the 18th century in European 
countries. 
Realism 
Realism follows the same historical tradition as Idealism and is also associated with 
Plato. The leading proponent is, however, considered to be the Greek philosopher Aristotle. 
While ideas were central to Plato’s philosophy of education, Aristotle placed the material 
world at the centre of his philosophy. According to Aristotle, the material world exists 
regardless of ideas and is open to discovery and understanding through the use of reason. 
From a realist perspective, therefore, education is about developing methodical reasoning, 
challenging assumptions and shifting from deduction to generalisations to specific 
conclusions (Sadovnik et al., 2006). 
Aristotle identified three main principles of education practice in his sixth book on 
Nicomachean Ethics (Aristotle, cited in Isidori, 2015). “Phronesis” is described by Isidori 
(2015) as the intellectual capacity, technical competence and wisdom that educators need to 
impart practical and factual knowledge effectively in the process of leading learners to good 
and ethical outcomes. “Synesis” is described as the quality of caring, the ability of the 
educator to understand and be aware and respectful of the needs of the learner. “Epieikeia” is 
considered to encompass the concept of equity which guides educators to act in a fair, 
democratic and equitable manner. Aristotle postulated that these three principles must be kept 
in balance for educators to teach with patience, tolerance, openness, and understanding. For 
him, balance was important in all aspects of life. 
John of Salisbury, writing in the Middle Ages, built his work on that of Aristotle. In 
John’s theory, nature only gives people the capacity for knowledge. Knowledge is embedded 
in people through regular instruction and practice. He was critical of the dialectical 
approaches to education which he considered risked the elevation of eloquence and rhetoric 
over wisdom and learning (Fitzgerald, 2010). 
Modern realism is said to date back to the Renaissance. Francis Bacon (1521–1626) is 
credited with developing the inductive or scientific method of learning, a process of moving 
from observation to generalisation which is then tested for reliability and validity. Following 
on from him, John Locke (1632–1704) refuted the notion, prevalent at the time, of “a priori” 
or previously existing awareness and ideas (Tuckness, 2010). He contended that the mind is a 
blank page, a “tabula rasa.” From his perspective, everything that makes up the sum of human 
knowledge is learned through a process which collates information recorded by the senses or 
acquired by experience, and orders it internally. The mind then reflects on this raw 
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information, creating new learning and connections (Sadovnik et al., 2006). For Locke, it was 
important that learning came through reasoning rather than unthinking acceptance of tradition 
(Tuckness, 2010). 
Bertrand Russell, who founded the famous “Beacon Hill” school, is also considered an 
influential realist. Russell’s most significant contribution to realist philosophy was his notion 
that scientifically derived knowledge should be used to address social problems and create a 
better world. 
The goal of education is thus for learners first to understand, and then address the 
challenges facing the modern world through the application of scientific knowledge. From 
this perspective, teachers are considered to be experts, skilled at presenting concepts and 
methods of reasoning in an accessible and enlightening way. 
Pragmatism 
“Pragma” is a Greek word meaning “work.” Pragmatism is the philosophy that 
encourages people to achieve the outcomes they want through any means that are effective. 
Pragmatists are largely concerned with current issues rather than explorations of the past. 
From this perspective, the presentation of a problem leads to speculative thought, which leads 
to action and then results. For philosophers from the pragmatic school, educators are 
facilitators of learning rather than authoritative figures. This means educators offer 
alternatives, ask questions and use problem-solving techniques in their teaching (Sadovnik et 
al., 2006).  
Pragmatism is largely an American philosophy which developed in the later part of the 
19th century from the ideas of education philosophers such as William James and John 
Dewey. Whilst some suggest the theorists of the Enlightenment were ignored in the New 
World, others argue that European philosophers such as Bacon, Locke, and Jean-Jacques 
Rousseau may also be considered contributors to this school of thought (Zuckerman, 2012). 
Bacon’s contribution was his notion of inductive reasoning, and Locke’s the idea that people 
acquire knowledge through their senses and experiences.  
The Education Theory of Jean-Jacques Rousseau 
Rousseau (1712–1778) is viewed as the greatest French philosopher of the 
Enlightenment period (Riley, 2011; Zuckerman, 2012). He believed that humans in their 
natural or primitive state were virtuous and noble until tainted by society. He thus considered 
society harmful and equated the good life with a shift back to nature, putting emphasis on the 
environment and experience (Pavlidis, 2015). For him, the ideal education is one in which 
learners should be able to develop freely and autonomously through spontaneous observation 
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and contact with the physical world (Oelkers, 2002). Rousseau termed this a process of 
“denaturing.” While he considered the goal of education to be transformative for individuals, 
he also held that the end result should be a stable political society, made up of civic minded 
citizens (Marks, 2012; Riley, 2011). Koops (2012) argues that Rousseau embodied a liberal 
approach to education. His emphasis on autonomous thinking is considered one of the 
fundamental principles of the Age of Enlightenment. 
A number of education theorists of the 20th century can be considered to have based 
their work on that of Rousseau, with his emphasis on pedagogical naturalism and education 
empiricism, defined as an individualistic view of humans and their learning needs (Pavlidis, 
2015). Maria Montessori, for example, argued in the 1990s that education is not something 
done by a teacher; rather, it is a natural process that evolves through an individual 
experiencing the environment and external world. The educator’s role is to prepare an 
environment that sets up those opportunities for learning (Pavlidis, 2015). Ivan Illich (1926–
2002), too, rejected the notion of formalised schooling and teaching, arguing that all learning 
of value comes through experience and everyday life (Routray, 2012). In a similar vein, Carl 
Rogers, a central figure in the humanistic tradition of education (to be discussed in depth in a 
later section of this chapter), is quoted as saying that “experience is for me the highest 
authority. The touchstone of validity is my own experience. No other person’s ideas, and none 
of my own ideas, are as authoritative as my experience” (Rogers, cited in Pavlidis, 2015, p. 
9).  
Critics of education empiricism such as Vygotsky and Hegel argue that this 
perspective, deeply rooted in liberalism and favouring the autonomous individual, neglects 
the needs and requirements of the social world and ignores the social nature of learning 
(Pavlidis, 2015). Sadovnik et al. (2006) contend, however, that Rousseau’s work paved the 
way for renowned education philosophers such as John Dewey (1859–1952).  
The Education Theories of Dewey and Durkheim 
Dewey is considered a humanist, the father of the progressive education movement 
and the intellectual heir of Charles Darwin (Audette & Roush, 2015; Sikandar, 2015). 
Darwin’s theories of evolution and natural selection focused on the ongoing interaction 
between organisms and dynamic, constantly changing environments. Pragmatists in the 
nineteenth century, influenced by Darwin’s work, saw life as a continual progression forward 
and thus for Dewey the purpose of education was growth, leading to more growth, through 
interaction with nature (Samuel, 2015).  
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Dewey emphasised instrumentalism and experimentalism in his philosophy. In his 
view, people are active learners, constantly growing and changing. Thinking is an active 
process largely directed toward solving real-life problems, and reflection is a fundamental 
component of active thinking (Audette & Roush, 2015; Ediger, 2012: Rolfe, 2014; Wood, 
2006). Dewey believed that education tasks, which create the opportunity for ideas to be tried 
out and tested, need to be structured to meet the developmental stage of the individual. Thus 
learning environments that create opportunities for creativity, problem-solving and reflection 
are important in enabling this to happen (Rolfe, 2014; Sikandar, 2015). The overall goal of 
education is considered to be the development of autonomous, democratic citizens who will 
create socially cohesive, well-functioning communities (Samuel, 2015). However, Dewey 
considered that the two, sometimes competing needs of society and the individual had to be 
balanced (Schecter, 2011).  
Audette and Roush (2015) critique Dewey’s work from the perspective that it has a 
Marxist leaning in its emphasis on building community. Dewey and other developmental 
theorists are also critiqued for assuming a universality of standards and stages of 
development, which, it can be argued, may be gender, culture, and class biased (Schecter, 
2011).  
Sociologist Emile Durkheim was a contemporary of Dewey. He too was concerned 
about the effect of modernism and urbanisation on society, and, in line with Dewey, 
considered education had a key role in terms of socialising diverse groups into a cohesive 
democratic society (Madan, 2010). Like Locke, he believed in the idea of a newborn child as 
a “tabula rasa” and saw it as the role of the community to educate that child into that 
community and society’s knowledge, practices, and moral codes (Prus, 2011). Durkheim was 
interested in a new secular ethics of education, based on respect for the individual and for “the 
other.” Education, in his philosophy, is a core site for developing a good society and moral 
solidarity (Strhan, 2016). 
Other Theorists of the Progressive Education Movement 
Piaget is considered another key progressive theorist, adding a developmental 
perspective to Dewey’s theory (Oelkers, 2002). Piaget’s structural cognitive theory argues 
that learners progress through noninterconvertible developmental stages using processes of 
accommodation and assimilation (Ediger, 2012: Koops, 2012; Stephen, 2012). It is ironic that, 
while Piaget and the wider progressive education movement advocate for individual freedom 
and expression, they have created the notion of the “normalised” child (Schecter, 2011). This, 
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she argues, has led to educators in the progressive movement either resisting or refusing to 
confront social issues affecting their learners. 
The progressive education movement as a whole continues to use methods such as 
active problem-solving in real life situations to develop creativity and stimulate learning. 
Dialogue, social interaction, action and reflection are considered vital in integrating learning 
(Audette & Roush, 2015). In contrast to theorists such as Rousseau and Pestalozzi (discussed 
in depth in Chapter 6), structure and order are also considered essential elements for positive 
learning (Oelkers, 2002; Sikandar, 2015). Neocontemporary Piagetian researchers, however, 
argue that the theory of sequential learning stages does not fit in today’s world where children 
are exposed to a huge range of knowledge and information from their early childhood. Instead 
they advocate for Piaget’s developmental stages theory to be replaced with a notion of 
continuous domain specific developmental learning processes (Koops, 2012). 
Existentialism and Phenomenology 
Existentialism focuses on the person as a lone entity. The ideas of existentialism can 
be traced back to the Bible, according to Sadovnik et al. (2006). However, in terms of 
relevance to contemporary education philosophy, existentialism’s influence dates back to the 
19th century. Kierkegaard and Jean-Paul Sartre are regarded as leading theorists in this school. 
Sartre considered that people create themselves and their own meanings of life. Existentialists 
believe that people are in a constant state of becoming through the choices they make 
(Sadovnik et al., 2006). Hermeneutics (which grew out of phenomenology) focuses on 
understanding how people give meaning to the objects and experiences of life. Language is 
thus considered important in this school as it is used to describe these objects, experiences, 
and meanings. From this perspective, the role of the educator is to work co-operatively with 
learners and focus on the cognitive and affective needs of each individual as they negotiate 
the world in search of real self-awareness or the meaning of life. Sadovnik et al. (2006) 
contend that educationists need to understand their own lives first before they can empower 
learners to make choices and achieve their potential. Each person is considered to have a 
particular learning style, and the educator needs to shape the learning experience to fit. 
It is argued that existentialism provides the philosophical base for andragogy, the 
practice of adult education which became popularised through the work of Malcolm Knowles 
(Knowles, Holton, & Swanson, 2011). Existentialism emphasises authenticity, freedom, 
choice and self-responsibility while andragogy emphasises the uniqueness of each learner 
experience, the importance of starting with the learner rather than with the process of 
learning, the centrality of self-directed learning, and the value of active participation. Knowles 
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is also considered to fit within the humanist school of education thought, described in detail in 
the next section of this chapter (Conti, 2007).  
Humanistic Theories of Education 
While humanistic theories overlap with many of those described above, humanism is 
also considered a branch of education philosophy in its own right. Its tradition also has its 
beginnings in ancient Greece and Rome (Kato, 2015). The Greek philosopher Isocrates 
(discussed earlier in this chapter) considered man superior to animals because of his capacity 
for speech. The ancient Roman orator Cicero (106–43 B.C.) extended Isocrates’ ideas by 
arguing that a great orator could thus be considered to have reached his full human capacity 
through his expertise with language. For Cicero, a man of “humanitas” was one who had 
reached the highest level of education in a broad range of subjects relating to humanity, and 
who could express this knowledge through his oratory (Kato, 2015). 
The basic concern of humanism in the contemporary world is the human potential for 
growth through learning. This philosophy in its current form grew from a reaction to scientific 
reductionism and places the subjective and affective world on centre stage. The dignity of the 
person, autonomy, self-direction, and personal development underlie the value system 
inherent in humanistic concepts (Bryant & Cox, 2014). Maslow, considered the founder of 
humanistic psychology, and Carl Rogers, the American psychotherapist and educator noted 
above, are perhaps most commonly associated with the humanist school today (Foley, 2001; 
Milheim, 2011). 
Maslow’s hierarchy of needs describes the way in which human motivation moves 
from the need for shelter, food and warmth through a number of stages, eventually reaching 
the highest level of self-actualisation. He considered this to be the primary goal of learning 
(Milheim, 2011). Rogers argued that therapy and education have significant potential for 
creating individual and social change. However, he contended that mainstream education in 
the mid-20th century was alienating and oppressive, preventing meaningful learning. For him, 
the acquisition of knowledge and skills are less important than the development of the 
individual. As a psychotherapist he believed such development took place through 
experiential learning, as occurs in psychotherapy (Foley, 2001). Rogers’ ideas are considered 
hugely influential in current approaches to adult education whereby educators consider 
themselves facilitators of learning rather than expert teachers, and experiential and self-
directed learning are valued.  
Critics of humanism argue that there are many problems in defining and measuring 
concepts frequently referred to, such as “authentic” or “meaningful,” and thus it is impossible 
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to evaluate the effectiveness of approaches embedded in this school of thought (McDonald & 
O’Callaghan, 2008). Foucault (cited in Bryant & Cox, 2014, p. 708) contends that humanism 
is “too supple, too diverse, too inconsistent to serve as an axis for reflection” and is 
overwhelmingly loaded with assumptions and biases. 
In spite of these criticisms, Rogers’ ideas about the radical democratisation of student-
educator relationships, and the importance of sharing power in those relationships, identify 
him to some extent as an emancipatory educator, alongside those from the radical schools of 
thought. However, he did not incorporate a political analysis in his work and thus is 
distinguished from the critical and emancipatory theorists described in the next section. 
Critical Pedagogy Theory 
Neo-Marxist education philosophy has its roots in the 19th-century economic theory of 
Karl Marx. He argued that traditional education was a tool of capitalist society, used by the 
bourgeoisie to reproduce its ideology and dominance over the proletariat or working classes. 
The role of education under Marxism was to demystify capitalist ideology and transform 
learners into agents of social and education change (Rikowski, 2008). Whilst his reproductive 
theory was one of society rather than education, Marx’s ideas led to the development of 
critical education theory and a practical critical pedagogy (Audette & Roush, 2015). 
The philosophy of the critical pedagogy movement is that through education, learners 
should become conscious of political concerns such as injustice, freedom, and power 
relationships. This consciousness will then empower individuals and communities to 
challenge and transform the dominant culture (McArthur, 2010). The role of the educator is to 
work alongside learners and engage them in a critical analysis of the world around them. 
While critical pedagogy is based on a view that learning is a social act, it also incorporates a 
strong agenda for change. McArthur (2010a), however, argues that many of its proponents 
have become captured by the critique and the movement for action is generally lost. Brooks 
(2000) argues that most educators and theorists who consider themselves part of this school 
are, in fact, themselves supported and rewarded by the dominant culture and have a function 
within that culture to act as nothing more than a pressure valve for social unrest. 
Perhaps the most well-known and respected of the theorists linked with critical 
pedagogy is South American Paulo Freire (1921–1997), with his philosophy of education as 
resistance (Wildemeersch, 2014). Freire distinguished two forms of education. He described 
“banking education” as a form in which educators, as experts, deposit knowledge into their 
students’ minds. In contrast, he described “liberatory education” as beginning in learners’ 
views of the world, with educators as facilitators extending their students’ thinking and 
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perception (Beckett, 2013, p. 50). As discussed in Chapter 5, Freire describes the purpose of 
education as creating “spaces of inclusion” using dialogue based on critical thinking 
(Rossatto, 2005, p. 21). Freire argues that consciousness is the relationship between the self 
and the external world. It is defined and refined through language, experience and processes 
of action-reflection. He calls this process of action-reflection “praxis,” and “conscientisation” 
is the authentic consciousness that results from this (Fleming, 2016; Newman, 2014). 
Through praxis, he argued that people and communities can become aware of their ability to 
make choices and create change rather than remain passive observers or objects of 
circumstance (Brooks, 2000). He promoted the role of education with all oppressed groups in 
the hope of achieving truly democratic and socially just societies (Brooks, 2000; Mayo, 1999; 
Mayo, 2007). For Freire and others in this group, as with humanists such as Carl Rogers, the 
educators’ role is to act as co-investigators, working alongside their students in sharing 
knowledge and power, valuing difference, and providing resources and support, but never 
acting in a patronising or controlling manner (Beckett, 2013; Foley, 2001). 
Of all the radical education theorists to come out of the 1960s and 1970s, Routray 
(2012) contends that Ivan Illich remains the most widely discussed and debated. His work is 
considered to have grown out of the writings of Rousseau and Weber and belongs with 
theorists such as Dewey and Freire. As part of a threefold analysis of modern institutions, 
Illich argues that schools, as institutions of the modern state, appropriate all the resources for 
learning and discourage other institutions, such as the family and community, from 
undertaking education tasks. In his analysis, most learning occurs casually, although he 
acknowledges that planned instruction and learning have an important place in education too. 
Illich’s notion of “deschooling society” recognises these two aspects of learning equally. His 
vision was for reliance on specialised and institutionalised education to decrease and new 
ways and sites of informal learning and teaching to evolve alongside them, thus liberating 
education from the control of the state (Bruno-Joffré & Zaldívar, 2012). Freire, in contrast, 
argued that the ideology behind institutionalised education could be changed and that efforts 
should go to reform at that level (Bruno-Joffré & Zaldívar, 2012). 
One of Illich’s most interesting ideas in his vision of education was that of the role of 
the “education guide,” whose purpose is to match partners for education purposes. Without 
realising it at the time, he captured the possibilities of the Internet for individuals to follow 
their own learning interests, and casual or informal webs of learning communities to grow 
from the ground up (Routray, 2012, p. 92). 
Over time, critical pedagogy has evolved and various splinter groups have emerged 
representing particular standpoint epistemologies (Schumann, 2016). Feminist education 
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theorists are an example of one such splinter group. Arguably, the most famous of its early 
proponents was Mary Wollstonecraft who considered that there was a close connection 
between political liberation and a perfect society based on reason and the fundamental 
principle regarding the equality of the sexes (Reuter, 2014). She argued for education as a 
vehicle for changing women’s perceptions of themselves, their roles and power, leading them 
to enlightenment (Curthoys, 2010). Wollstonecraft’s work was in line with Locke’s view that 
there should be education equality between men and women (Frazer, 2011). Later feminist 
standpoint theorists argue that modernist epistemological practices have acted to exclude and 
disadvantage women, a situation they aim to rectify. Critical feminist pedagogy has, in turn, 
itself splintered further, now recognising a plurality of situated standpoints including 
postmodernist, postcolonial, black, and lesbian feminist perspectives (Schumann, 2016). 
According to McArthur (2010a), to remain a powerful voice in debates on education 
and society, critical pedagogy needs now to bring the various splinter groups back together, to 
“harness the identities of diverse individuals and groups, along with the disparate and 
different ideas that accompany them” (p. 496). 
Transformational Learning Theory 
Transformatational learning theory has close links with critical pedagogy. In essence, 
it can be defined as a process through which assumptions, expectations, and habitual ways of 
thinking and attributing meaning are transformed, allowing people the opportunity to be more 
open, reflective, and accessible to change (Fenwick, 2003). The outcome of transformational 
learning is generally considered to be action which comes at the end of the learning process 
and is based on new understandings gained. It is of note, however, that there are a number of 
theorists who argue that action and learning are inseparable. Newman (2014), for example, 
states that “Action is the generative force for learning. It is the context in which learning takes 
place. And it is the outcome of learning” (p. 353). 
Jürgen Habermas used the concept of the colonisation of the lifeworld to describe a 
key effect of modernism and capitalism on individuals. He described the lifeworld as the set 
of taken-for-granted assumptions about how society functions that enable people to exist on a 
daily basis. However, in his view, the state and its economy have colonised these lifeworlds 
by imposing discourses relating to money and power, with people coming to identify 
themselves in the language of these systems as clients and consumers. The effect of this has 
been to disrupt people’s ability to truly comprehend their unique needs and wishes (Fleming, 
2012). Habermas has profoundly influenced not only education but also social work and 
social pedagogical perspectives through his concept of communicative learning, which, he 
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argues, is the process that can combat this form of colonisation (Murphy & Fleming, 2008). 
Communicative learning involves acquiring an understanding of the many layers of 
communication so that, through discourse or dialectical enquiry, shared understandings of 
human experience can be achieved, challenged, and developed. This form of reflexive 
learning includes the ability to question, challenge, and critique society as it is. 
Communicative action follows when individuals engage in communication based on reason, 
sincerity, and reflexive awareness. Habermas considered that if such a discourse permeated 
society, power could be held in check, ideology exposed for what it is, and a better world (in 
the form of a participatory democracy) created (Fleming, 2012; Houston, 2010). Fleming 
(2012) contends that Habermas, although he never used the term himself, considered lifelong 
learning part of the process of creating a caring and just society. 
The theories of Freire and Habermas inform Jack Mezirow’s cognitive-rational 
conceptualisation of transformative learning (Darder, 2002; Morrow & Torres, 2002). The 
conditions for realising democracy, as advocated by Habermas, are the same conditions 
Mezirow considered necessary for transformative adult learning (Fleming, 2012). Mezirow 
(2008) argued that over the course of their lives, people develop meaning schemes or 
worldviews which prevent them from challenging existing assumptions and beliefs. He 
argued that this is beneficial in terms of lowering anxiety so that people can function on a 
daily basis, but not helpful for acquiring new learning (Fleming, 2016; Moore, 2007). Such 
learning comes about when people experience significantly disorientating situations which 
force them to review their most basic beliefs about the world and transform them so that they 
can integrate their new experiences and understanding (Fenwick, 2003; Nohl, 2015). Later 
theorists, such as Nohl (2015), argue that a disorienting dilemma may not be required to begin 
the process of learning and transformation. Rather, it may begin incidentally when a new way 
of acting replaces familiar habits or following a time of contemplation and reflection. 
Whatever process is undertaken, the perspective transformation is then tested by talking about 
it with others in a process of reflective or rational discourse before it is put into action (Vere-
Jones, 2005). 
Newman (2014) argues that the humanist belief that people are fundamentally good 
can be seen in Mezirow’s notion of a rational discourse that is based on trust and empathy. In 
addition, he argues that the humanist view of learning as a process of striving for self-
actualisation informs many aspects of transformational learning theory. Fleming (2012) 
argues that for Mezirow, a democratic and civilised society is, in itself, a learning society. 
In terms of contemporary education theory, Mezirow’s ideas have led to the notion of 
an educator who encourages full participation in discussion and learning, supports learners to 
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critically assess their options, choices, and ways of making meaning of their lives, and then 
assists them to develop new worldviews that are more open to change (Fleming, 2012; Haber-
Curran & Tillapaugh, 2015). Fleming (2016) adds that, without diminishing the importance of 
critical reflection, there is now the opportunity to acknowledge that rational discourse is most 
effective when undertaken through “an interpersonal process of support and recognition that 
builds self-confidence, self-respect and self-esteem” (p. 22). 
As discussed in Chapters 2 and 3, Schön and Kolb are perhaps the most well-known of 
the transformational education theorists to social workers (Kolb, Baker, & Jensen, 2002; 
Thompson, 2009). Their experiential learning theories, which in Kolb’s case developed from 
the work of Piaget (Harrison, 2007), are used widely in the professional education of new 
social workers and the action-reflection models that form the basis of much social work 
supervision practice (Vere-Jones, 2005). 
Kolb’s model grew out of his “Learning Style Inventory,” which he created to help 
people identify their own ways of learning so that they could tailor their learning 
environments and strategies to best suit their individual needs. Miettenen (2000) argues that 
Kolb pulled together a range of theorists whose fundamental concepts were often 
incompatible to justify his model and give it depth. In his view, the model is thus 
epistemologically wrong and cannot be generalised to explain all people’s experiences of 
learning. Miettenen (2000) theorises that Kolb’s work remains popular with adult 
educationists as it supports the humanistic view, fundamental to the concept of lifelong 
learning, that everyone has the capacity to develop and grow. He further argues that the 
ongoing focus on individual learning needs takes the emphasis away from analysis of the 
cultural and social conditions and contexts of that learning. This is a theme that is picked up 
in the sociocultural theories of education discussed later in this chapter. 
Contemplative Education Theory and its Links With Transformational Theory 
Morgan (2015) argues that the history of contemplative education dates back beyond 
classical times to the ancient trance ritual practices of early civilisations such as those of the 
indigenous people of Australia and the Americas. She notes that the histories of ancient 
religions such as Buddism, Hinduism, Taoism, Islam and Christianity incorporate aspects of 
contemplative education. Contemporary influences come from areas such as transpersonal 
psychology and cognitive and neuroscience research. Transpersonal psychology is based in 
the view that all forms of consciousness need to be taken into account in any analysis of 
human nature. Humanistic approaches in transpersonal psychology, with their emphasis on 
individual growth and development link to education theory and philosophy, particularly 
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through the work of theorists such as Rogers and Maslow, discussed earlier in this chapter 
(Morgan, 2015). 
According to Morgan (2015), cognitive and neuroscience researchers are moving 
away from models of the brain-as-computer to explore various stages of consciousness in 
thought processes through developments such as the mindfulness movement, “embodied 
cognition perspectives,” and neuro-phenomenological research which shows the positive 
impact of contemplation and meditation on deep learning (p. 207). In recent years, 
contemplative and transformational approaches to education have become increasingly linked: 
It appears that education practitioner theorists struggling with their own and their 
students’ chronic stress, fragmented attention, time poverty and quest for meaning are 
now finding that contemplative practices provide a means to . . . link the inner and 
outer worlds, the psyche and soma. (Morgan, 2015, p. 212) 
The Concept of Lifelong Learning 
The concept of “lifelong learning” has appeared several times in this chapter. Its roots 
are found in the tradition of theorists such as Gramsci, Habermas, Freire, and Mezirow, and in 
transformational and contemplative learning theory (Darder, 2002; Morrow & Torres, 2002). 
Sutherland and Crowther (2008), for example, use the ideas of Habermas and Mezirow to 
expand the notion of the “life-long learning imagination” through which people come to an 
understanding of their life circumstances and then develop ways of responding effectively to 
them (West, 2008). Jarvis (2005) and Illeris (2008) link this concept of learning with the 
creation and recreation of identity and current and potential life stories. They argue that 
learning is both a cognitive and an emotional process which creates the possibility of change 
through a creative, critical and transformative process they term the “life-long learning 
imagination.” This is most simply understood as a process of facilitating people’s 
understandings of their circumstances and developing their unique blend of skills, knowledge, 
and ways of thinking so that they can successfully deal with their changing life situations and 
rapidly changing social environments (Jarvis, 2005; West, 2008).  
Critics of the notion of lifelong learning argue that it is embedded in a political rather 
than an education discourse (Martin, 2003). Martin argues that it has become popular because 
it is politically expedient to convert structurally produced social and economic inequalities 
into education projects. People come to understand that to succeed in the modern world they 
must keep learning and upskilling. Under neoliberalism and modern capitalism, it is not the 
state’s role to ensure individuals’ access to education or participation in the society (Leach, 
2014). Lifelong learning is thus considered to be the route out of social exclusion. In place of 
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this impoverished “neo-liberal welfare reform version of lifelong learning,” Martin (2003) 
argues for a return to a critical, engaged and open-ended adult education that builds a 
deliberative democracy (p. 575). 
Sociocultural Theories of Education 
An alternative approach to education comes from sociocultural theories of learning. 
Vygotsky, a key theorist of this school, contends that for people to be able to communicate 
across time and place, individual experience needs to be generalised into concepts and 
clusters of concepts which create frameworks, or structures, of social reality (Pavlidis, 2015). 
Vygotsky’s work draws on his early recognition of the effects of cultural pluralism (Schecter, 
2011). In Vygotsky’s view, autonomous learning does nothing to counter individual bias or 
confused perception. It is the role of organised and systematised education to transfer 
knowledge of a world outside the individual’s own experience in a way that leads to that 
individual structuring, restructuring and development of intellectual understanding and 
reasoning (Stephen, 2010). Psychological processes thus become internalised mediators of 
experience and interaction with the environment (Hedges & Cullen, 2012; Schecter, 2011). 
Vygotsky saw learning as a social and cultural process and as a “complex mediated 
act.” He argues that this process happens when “zones of proximal development” are created 
within which learners are extended through the collaborative and guiding work of the 
educator (Griffiths & Guile, 2003, p. 57). Scaffolding enables learners to bridge the gap 
between what they can already do and what they are setting out to achieve. Griffiths and Guile 
(2003) argue that, to Vygotsky, learning is an active transformation of meaning, identity, 
contexts, and existing bodies of knowledge in whatever form they take. 
According to Billett (2003), in sociocultural theory, the activities learners are engaged 
in have a range of cultural and historical origins. These sources are either phylogenetic 
(relating to the evolution of the human species), sociocultural (related to a particular social or 
cultural need), microgenetic (moment by moment learning in interaction with the world) or 
ontogenetic (relating to the development of an individual’s socially constructed knowledge 
which develops out of their unique life story). Socio-constructivist education theorists 
highlight the need for active participation in social interaction as an essential component in 
the co-construction of new knowledge. While Matusov and Smith (2012) agree that 
transformation is of central importance in this school of thought, they argue it is not about 
moving an individual from one identity to another, but rather about transforming participation 
in a sociocultural practice to gain better access to it.  
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A number of other “sociocultural” theories have grown out of Vygotsky’s seminal 
work. Social constructivism, cultural psychology, activity theory and cultural-historical 
activity theory are amongst these (Hedges & Cullen, 2012). Sociocultural theories remain 
popular in contemporary education practices. In Aotearoa New Zealand for example, Te 
Whāriki, the Ministry of Education’s curricular policy document for early years’ education, 
draws on multiple theoretical perspectives. These include the work of Piaget and Erikson and 
indigenous Māori theories of development and learning, but all are located within the 
sociocultural frameworks of Vygotsky (Hedges & Cullen, 2012). 
Postmodern Theories of Education 
As with other schools of thought relating to education theory and philosophy, 
postmodernist education theory overlaps with and is informed by theorists from within the 
field and across other disciplines. As discussed in Chapter 3, postmodernism is considered to 
have grown out of a profound distrust of modern social theory and the intellectual movements 
which began in the Enlightenment period. The postmodernist school is significantly 
influenced by the poststructural work of Derrida, Baudrillard, and Lyotard, all of whom 
questioned the validity of modernist thought for understanding the complex, fragmenting, and 
rapidly shifting postmodern world (Sadovnik et al., 2006). In the postmodernist school, meta-
narratives are replaced with localised, context-specific theories. Modernism is considered 
male-dominated and Eurocentric, giving no regard to the needs and experiences of multiple 
groups such as women, indigenous or differently gendered people. Theory and practice are 
seen as connected and interwoven rather than moving in a sequential development from 
theory to practice as in modernist thought. 
As in critical pedagogy, education is considered a site for democratic transformation 
with a particular focus on celebrating and working with difference (Sadovnik et al., 2006). 
Some writers now argue, however, that the critical school of education thought is no longer 
relevant as advanced neoliberalism has led to a reconstruction of people’s identities as 
“entrepreneurs in [their] own lives” who have to continually consolidate and advance their 
own positions within a capitalist, globalised framework (Wildemeersch, 2014, p. 825). In line 
with postmodernist theory, and in contrast to critical pedagogues such as Freire, recent 
education theorists do not agree that experts, teachers or intellectuals are able to show people 
a better way of living and organising society. In their view, there are so many challenges 
facing the world there is no single solution to the complexities that face the human race. This, 
however, is considered to open the door to new forms of public pedagogy in which public 
spaces are created for the educator and learner to co-investigate without any predetermined 
108	
view of the outcome they will come to. Public pedagogy may already be seen to occur within 
different spaces, sites and languages of learning which exist outside traditional formal 
structures of education and which give open access to people of all cultures, genders, and 
socioeconomic backgrounds. Social media and other vehicles of popular culture already show 
enormous potential as sites for counterhegemonic movements. Those who argue in favour of 
this shift see it as creating new sites for social justice and cultural critique (Wildemeersch, 
2014). Others are more cautious as it also opens new avenues for groups to radicalise and 
influence vulnerable or disenfranchised people and communities. 
Critics of postmodernist education theory argue that, in holding the position that all 
knowledge is situated and contingent, any claims to generalised or universal knowledge and 
experience are discredited (Schumann, 2016). There are, however, a number of theorists who 
have attempted to find common ground between postmodern and critical pedagogies. Henry 
Giroux,for example, is regarded by Sadovnik et al. (2006) to have created a postmodern 
theory of education based on many of the traditions of critical pedagogy. 
In contrast to other theorists from the critical pedagogy school of thought, Giroux 
places emphasis on postmodern constructions of diversity and agency. For Giroux, 
consideration of ethics is central to education. He argues that learners need to understand the 
social construction of identities and how these have been formed by historical and social 
forces. The different needs associated with these different identities are then translated into a 
critical language that opens space for competing discourses rather than one grand narrative. 
New forms of knowledge are created which include the discourses of those who have 
traditionally been silenced (Sadovnik et al., 2006). Giroux’s view of critical pedagogy is that 
it is part of a wider project of democratic transformation wherein people are critical as well as 
good citizens (McArthur, 2010b). The process of democratic transformation, Giroux argues, 
should take place in inclusive public spaces in a creative dialectic and should not perpetuate 
the privileging of some information and views above others.  
Contemporary Challenges for Education Theory and Practice 
This chapter began with a quote from Davis and Sumara (2010) which argued that 
education is perhaps the most complex of human projects, sitting at the intersection between 
individual and social needs in a world that is culturally diverse and undergoing rapid social 
and technological change. Davis and Sumara (2010) use complexity theory from the hard 
sciences to reframe the project of education as one of nested learning systems wherein the 
component considerations of cognitive growth and development of the individual, collective 
participation, social integration, and cultural renewal come together to create something 
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greater than each part. Rather than using theory to reduce education to simplistic binaries or 
separation of functions, they argue that education theory needs to embrace the “co-implicated 
dynamics of many overlapping, interlaced and nested systems” (p. 859). 
In a similar vein, Pedler and Hsu (2014) argue from a learner’s perspective that 
understanding complexity is essential to managing and responding to the “wicked” problems 
of today’s world. They define wicked problems as those which defy clear description, have no 
obvious solution, and involve multiple stakeholders with competing interests. 
The Challenges of Social Inclusion in Education 
With increasing globalisation and movement of the human population, whether in 
search of better life opportunities or fundamental safety and security, the twin issues of social 
exclusion (the problem) and social inclusion (the response) are to the fore on the international 
stage. These issues are considered in the education literature to be much wider than purely the 
economic concerns of neoliberal discourse. O’Brien et al. (2009) argue they also encompass 
themes of engagement in society and life opportunities. Education, alongside social work, is 
seen as one of the core disciplines for responding to this need. As in social work, education is 
connected with the concept of building social capital. This takes two forms: “bridging” social 
capital is defined as creating connections and opening access to resources for under-resourced 
or disadvantaged communities, and “bonding” social capital is related to the reinforcing of 
ties within and between communities (O’Brien et al., 2009).  
The Challenge of Social Justice in Education 
Singh (2011) argues that the place of social justice as an ideal and a goal in education, 
as with social work, has become both more urgent and more challenging in the contemporary 
world. She acknowledges that the concept of social justice is itself challenged by competing 
discourses relating to globalisation, knowledge economies, and developing and developed 
worlds. Education is often regarded as central to economic and social development, but the 
outcomes of education projects do not necessarily lead to social change in greater and fairer 
access to resources (increasingly linked to access to knowledge and technology), or to 
participation and inclusion in society (Lebeau, Ridley, & Lane, 2011). 
A number of theorists argue that human rights education, which flows out of the 
Universal Declaration of Human Rights and is aimed at protecting and promoting the rights of 
every person, is more important now than ever before in developing an informed and critical 
global citizenship. This form of education is considered to incorporate four basic components: 
knowledge of the core international human rights documents, understanding of the 
combination of rights, responsibilities and duties that flow out of them (including those of the 
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individual to society), understanding of what constitutes human rights violations, and 
knowledge about the various mechanisms for responding to these (Shuibat, Samra, & Shuibat, 
2015).  
The Challenge of Accessing Information and Resources  
The increasing complexity of society, the rapidly expanding use of technology, issues 
of social exclusion, and access to social justice all come together to create significant 
challenges for vulnerable service users in negotiating their way through life crises. In today’s 
world, service users with few information gathering and evaluation skills may struggle to 
respond to the demands of their situations and effectively find and use the plethora of 
information available to support them in making positive life choices (Westbrook, 2015). A 
personal crisis may be the result of a natural disaster (such as in Christchurch following the 
earthquakes of 2011), becoming a victim of family violence, supporting a family member 
with a mental health issue, or coping with the challenges of physical and intellectual 
disabilities. Whatever the cause, increasing the effectiveness of information support 
mechanisms constitutes a significant resource and is crucial in supporting safety and 
developing wellbeing. Westbrook argues that Wilson’s cognitive authority theory (Wilson, 
cited in Westbrook, 2015, p. 13) is relevant in this situation. 
Cognitive authority theory . . . speaks directly to the information experiences of 
survivors who, through choice or mandate, find themselves navigating specialised 
service agencies. These individuals must begin to identify and actively utilise 
trustworthy and credible information sources. Developing an internally valid set of 
information evaluation skills, as well as a personal system for managing the chosen 
material, is essential for maximising these support services. (Westbrook, 2015, p. 13) 
Developing a service user’s information skills may support a move from being in crisis to 
gaining agency over a situation, but Westbrook (2015) cautions that this work needs to be 
undertaken sensitively with regard to a person’s learning style and at a pace and intensity that 
best suits the individual. 
Conclusion 
It can be seen from the work presented in this literature review that education and 
social work both sit at the intersection of individual and social needs and grapple with many 
of the same issues, including responding to the complexity of contemporary life and the 
challenges of working toward a socially just world. 
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Malcolm and Zuckas (2001) identify five core “identities” for educators that easily sit 
alongside social work perspectives. These are the educator as reflective practitioner, critical 
practitioner, situated learner within a community of practice, psycho-diagnostician and 
facilitator of learning, and deliverer of a service to agreed standards. The literature review on 
reflective practice (Chapter 2 of this thesis) demonstrated that not only are many of the 
processes used by social work in the development and support of professional practice 
consistent with those of education, they are also based firmly on a number of branches of 
education philosophy and theory. 
The literature review chapters on social work’s development internationally, and in 
Aotearoa New Zealand specifically, demonstrated that whilst education has not been 
considered a core discipline in social work’s knowledge base, the projects of both professions 
and disciplines have many common themes. 
Moving forward, the next chapter looks at the European profession of social 
pedagogy, its origins and history and explores the way in which it has melded social work and 
education together in a unique framework that presents exciting possibilities for a blending of 
the two disciplines in this country.  
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Chapter 6: Social Pedagogy—At the Intersection Between Social Work and 
Education 
Introduction 
Social pedagogy has been described as the continental European discipline that sits at 
the intersection of social work and education (Kornbeck & Jensen, 2009; Slovenko & 
Thompson, 2016). Whether it is seen as a profession in itself or one of the many facets of 
social work, social pedagogy is not traditionally well known or understood in English-
speaking countries (Cameron, 2004; López-blasco, 1998). Smith and Whyte (2008) explain 
that this is a result of both translation issues and different historical models of welfare 
provision. They argue that in spite of this “Social pedagogy or social education offers an 
integrating conceptual base from which to develop models of social work practice which 
promote social wellbeing through socio-educational strategies” (p. 15). England and Scotland, 
amongst other countries, have begun to explore the ways in which this discipline might 
inform and enhance social work practice in their local contexts (Hatton, 2012; Kyriacou, 
2014). It is considered here that social pedagogy could offer potentially exciting and new 
ways of informing and organising the notion of social workers as educators in their everyday 
practice in Aotearoa New Zealand. This chapter details the history, theoretical traditions, and 
areas of practice of social pedagogy. 
Toward Understanding Social Pedagogy 
Eriksson (2011) argues that the IFSW (2000) description of social pedagogy as a form 
of social work is now simplistic and out of date. While the 2014 IFSW definition no longer 
describes social pedagogy as one aspect of social work, it does include it as one of the 
theoretical traditions that social work may draw on. In continental Europe, however, social 
pedagogy is considered a broad and rich field in itself which “has to be seen as both a practice 
and a philosophical approach with its own theoretical orientation to the world, an orientation 
with a humanistic democratic basis” (Eriksson, 2011, p. 3). It is further described as a 
complex and dynamic field that is at one and the same time a theoretical perspective, a 
professional discipline, a research approach, and a sister profession to social work (Eriksson, 
2013; Smith & Whyte, 2008; Ucar, 2013). 
The challenge of grasping the nuances of social pedagogy and applying them to the 
Aotearoa New Zealand context is compounded by the debate within the discipline itself as to 
its nature and form (Kornbeck & Jensen, 2009; Storø, 2013). In nearly all European countries 
it is understood that there is a duality between social work and social pedagogy, but the 
discussion about the two professions’ similarities and differences has been made more 
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complex by the many different perspectives on social pedagogy, often described in the same 
or similar words to social work (Eriksson, 2013). In addition, until recently the academic 
debate has naturally been largely carried out in the languages of Europe, significantly through 
the work of the Association Européenne des Centres de Formation au Travail Socio-Educatif 
(IEIJ, FESET) and the various national bodies of social educators that make up that 
Association (Hatton, 2012). To further complicate the matter, in the United Kingdom and 
related countries, pedagogy as a term has been limited to a narrow definition of the science of 
teaching and learning (Children in Scotland, 2008). This has reduced the concept of education 
to schools and other forms of formal education, and to cognitive processes (Cameron, 2004; 
Ucar, 2013). 
In European frameworks, education and learning occur in different contexts and are 
about the whole person—the mind, body, spirit, and feelings in relationship to others. This is 
sometimes described as a way of learning with the heart, head, and hands (Cameron, 2004). 
Social pedagogy is considered the theory and practice of developing the inherent resources 
people have within themselves along with creating environments that make connections and 
support this growth. At its core, social pedagogy is about reflective practice (Hatton, 2012; 
Moore, Jakhara, Bowie, & Marriott, 2013).  
Frønes (as translated and cited in Storø, 2013), defines social pedagogy as “training in, 
participation in and understanding of social life. Not in any deep therapeutic way but in terms 
of skills for the participation in various social contexts, the ability to master different 
situations” (p. 1). Madsen (also translated and cited in Storø, 2013) argues in addition that 
“social pedagogic practice is based on visible intervention in other people’s lives in order to 
create development, participation and learning” (p. 13). He talks about this work taking place 
with individuals and groups in the “conflict zones” or tension fields of society that exist 
between integration and marginalisation. Storø (2013) extends this explanation by saying that 
social pedagogy is different from other forms of social practice in that it is centred not just on 
the person and their problems or challenges but also their social understanding and has a 
pedagogic or learning focus in all interventions. 
Stephens (2009), in writing about the Norwegian experience, also sees the primary 
goal of social pedagogy as nurturing healthy cognitive and social development in everyday 
settings. He contrasts social work, which he believes uses many different perspectives in its 
approach to problem-solving, with social pedagogy, which he says specifically looks for 
educational or pedagogical responses to social problems. His definition of social pedagogy 
encompasses:  
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The study and practice of deliberative care, education and upbringing, viewed 
holistically rather than as separate entities, and with an emphasis on finding 
pedagogical ways of nurturing and supporting positive social development. (Stephens, 
2009, p. 347)  
The dual tasks of social pedagogy, collective well-being and individual growth, thus combine 
goals of independence and interdependence (Eichstellar & Holthoff, 2011). This is in contrast 
to what proponents of social pedagogy see as the more problem- and pathology-focused social 
work of recent decades. Lorenz (2008) agrees that the most significant difference between 
social pedagogy and social work is that social pedagogy is not deficit-oriented. He argues 
instead that social pedagogy views all people as needing educational guidance at times to 
develop their full potential. At the same time, people are always capable of development if 
they have the resources they need to achieve it. Social pedagogy can thus be seen to have an 
underlying philosophy which is developmental, adaptive, and fosters growth. 
The History of Social Pedagogy 
As with its sister profession of social work, the origins of social pedagogy lie in 
attempts to find solutions to the social problems caused by the rapid growth of 
industrialisation and urbanisation in the 19th century (Eriksson, 2013; Lorenz, 2008). The 
growing sense of alienation and dislocation, experienced by many at the time, is captured in 
Durkheim’s concept of anomie (DiCristina, 2016). In England, the most significant response 
to this dislocation came through the establishment of the Charity Organisation Society, as 
discussed in Chapter 3. The philosophy behind this approach was predominantly 
individualistic, with a focus on the provision of privately funded charitable aid for those in 
need. An underlying assumption was that people were largely responsible for their own 
circumstances and could best be helped through individual casework and moral improvement 
(Payne, 2005a). In contrast, in Europe, education was seen by pedagogues such as Rousseau 
and Humboldt as the solution to the continent’s overwhelming social problems (Sünker & 
Braches-Chyrek, 2009). Swiss pedagogue and educational reformer Pestalozzi is credited with 
being the first to link the concept of provision of aid with education and upbringing (Sünker 
& Braches-Chyrek, 2009) whilst Paul Natorp, a German philosopher and pedagogue, is 
considered as the “father” of social pedagogy, which he viewed as a “deliberative and rational 
form of socialisation” and a way of growing communities (Stephens, 2009, p. 344). Natorp’s 
theory began as a critique of the individualistic pedagogy of his time. From his perspective, 
the individual and society need each other to function effectively (Eriksson, 2011). 
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In the early 1900s, the first social work school in Berlin introduced social pedagogy as 
a specialisation within social work, with a particular emphasis on the “establishment of 
concepts of community in girls’ and women’s social groups and therapy as a further 
development to individual aid” (Sünker & Braches-Chyrek, 2009, p. 22). Over the next two 
decades, Germany increasingly came to view social pedagogy as a way of overcoming the 
cultural, regional, and religious divisions that resulted from the creation of the second German 
Empire under Bismarck (Lorenz, 2008). It was considered that achieving the social 
integration and stability the nation so desperately needed would come through a continuous 
and collective society-wide learning process. This view was informed by a strong hermeneutic 
tradition in the German social sciences. Eichstellar & Holthoff (2011) describe hermeneutics 
as the study of interpretation, based on a social constructivist view that social and cultural 
worlds are created by people in interaction with each other. This perspective gave a wide-
sweeping mandate for the emerging discipline of social pedagogy as the framework, at a 
collective level, for making a successful shift from Gemeinschaft to Gesellschaft, i.e., from an 
organic traditional form of community based on kinship and care to a modern industrialised 
society based on impersonal contracted associations and forms of care as defined by Tönnies 
(Lorenz, 2008). At the same time, social pedagogy was also seen to provide a professional 
approach to the German concept of “bildung” which incorporates the idea of people 
continuously striving to develop themselves and their sociocultural environment with the aim 
of creating a better world (Edwards-Groves & Kemmis, 2015). 
On the one hand, the humanistic emphasis in social pedagogy in Germany at this time 
was about creating the right conditions for all individuals, regardless of class or background, 
to reach their full potential within society whilst, on the other hand, the state’s emphasis was 
on creating stability in society through adjusting individuals to collective social goals. The 
inherent risk in the latter is that it may become purely about serving the all-encompassing 
needs of the nation, thus supporting the development of a totalitarian state. This is exactly 
what occurred under National Socialism: 
Education as an essential component of social work focused more and more on the 
ideology of the people’s community and was caught up in a system of social control. 
The ideology of the people’s community was the political culture of National 
Socialism and controlled the process of integration and exclusion via the concept of 
“capacity for socialisation” . . . The ideology of the people’s community . . . led to 
everyday social work being characterised by eugenic and racist ideas. (Sünker & 
Braches-Chyrek, 2009) 
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The humanist tradition within social pedagogy was silenced by the Nazi persecution 
and removal of many of its advocates in what has been described as a dark period in social 
work history (Healy, 2001; Lorenz, 2008). Only after the end of World War II did social 
pedagogy reappear in a more critical and reflexive form that has gained international respect 
and support. Eichstellar & Holthoff (2011) attribute this to the work of Klaus Mollenhauer 
who, they say, argued that social pedagogy should be about educating people to be 
responsible for themselves, to be critical thinkers and to be self-enlightened. In this way, 
Mollenhauer believed they would be able to challenge what they learned and “take 
responsibility within their community, so that it would never again be possible for a 
totalitarian regime to take control” (Eichstellar & Holthoff, 2011, p. 42).  
This new critical and reflexive form of social pedagogy takes various forms across 
Europe. The profession of “educateur gradué” began in Luxembourg in 1973, nearly 40 years 
after the introduction of social work in that country. By 2007 a new degree, the Bachelor en 
Sciences Sociales et Educatives (BSSE) was well established. Engelberg and Limbach-Reich 
(2012) consider that this qualification continues to combine the best of both the social work 
and social educator professional knowledge bases and allows graduates to work in both areas 
of practice from either professional perspective. 
In Italy, the “educatore professionale” is the equivalent of a social health educator in 
nonprofit or public health and social services. Fortin (2013) describes the role as involving 
two distinct sets of tasks. The first is to plan and manage educational and rehabilitative 
treatment programmes for individual clients to improve their ability to participate in everyday 
life. The second is to work toward the psycho-social integration or reintegration of people 
who are disadvantaged in some way. This includes promoting and developing social and 
health structures and resources so that integrated educational programmes can be 
implemented successfully in the community. 
Although not so popular now, social pedagogy in Sweden has a long history, with the 
first courses beginning in the first decade of the 20th century. These were initially aimed at 
people involved in the institutional or foster care of children. The professional title of social 
educator was introduced into Finland in the 1920s but in both countries social pedagogy has 
only been recognised as an academic discipline since the 1990s (Hämäläinen & Eriksson, 
2016). 
In France and Spain, and to a lesser extent in Finland, there is a tradition of 
sociocultural animation which is also considered a form of social pedagogy. This tradition 
brings social and educational components together through the use of action and community 
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pedagogies, and adventure and creative therapies including music, art, and theatre. It is used 
in settings as diverse as prisons and youth work (Hämäläinen & Eriksson, 2016). 
The Theories and Models Behind Social Pedagogy 
Eichstellar and Holthoff (2011) identify social pedagogy as a transdisciplinary field to 
which theoretical traditions such as psychology, sociology, human development, 
macroeconomics, theology and philosophy contribute significantly, but which has pedagogy 
at its core and which is most often found within the educational sciences. A common base is 
found in the philosophy of humanists such as Maslow and Rodgers with their belief in the 
fundamental human potential for growth (Howe, 2008). For educationalists, this means that 
the purpose of learning is the achievement of self-awareness and a sense of self-worth through 
development as unique individuals (Slovenko & Thompson, 2016). 
There are two main strands of thought informing the profession. The first is based in 
the German hermeneutic tradition and the second in a Freirean critical normative tradition 
(Hämäläinen & Eriksson, 2016). The rich heritage of educational theory for social pedagogy 
thus includes writers and theorists discussed in Chapter 5, including Durkheim, Rousseau, 
Montessori, Tönnies, Weber, Freire, Habermas, Mezirow, Bandura, and Bourdieu (Darder, 
2002; Lorenz, 2008; Morrow and Torres, 2002; Murphy & Fleming, 2008; Stephens, 2009).  
As noted earlier in this chapter, Pestalozzi (1746–1827) is considered a key theorist 
for social pedagogy (Horlacher, 2011a). He believed in education for everyone and in 
society’s role in providing that education. His fundamental philosophy was that all people 
were intrinsically good, and he was dedicated to responding to the needs of the poor. 
Pestalozzi fought for the ending of social privileges and for equality for everyone. He was 
deeply influenced by Rousseau, the French Revolution, and humanitarianism (Bowers & 
Gehring, 2004). Pestalozzi’s educational theory was focused on the natural, progressive 
development of the child’s mind. He believed that improvement in the human condition 
would come from education focused on strengthening the individual’s powers, along with 
legislation to improve social conditions (Horlacher, 2011b). His famous “method” included 
an emphasis on observation; beginning with the simplest elements and progressing in line 
with the developmental stage of the child; teaching being about development and increasing 
intelligence rather than simply imparting knowledge (although he considered skills evolved 
from learning information). This method laid the foundations for the work of Froebel, the 
inventor of the kindergarten movement (Bowers & Gehring, 2004). 
Eriksson (2013) identifies three social pedagogical models, each based on the work of 
several of the educational theorists identified above and in Chapter 5. The first is the adaptive 
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model, which developed from the theories of Natorp and Dewey. Natorp and Dewey both 
consider people to be social beings who are in a constant process of development in 
interaction with their communities and environment. The main goal in this model is 
adaptation to society so that groups and individuals who have been socially excluded can 
become active participants. 
Eriksson (2013) describes the second model as one of mobilisation. This is a more 
radical approach to social pedagogy and has the emancipation of clients at its heart. Based in 
the work of Freire and other transformational education theorists, the goal is for social 
pedagogues to work alongside their clients in reflecting on their life experiences and the 
impact social structures and systems have had. The mobilisation model, however, is not just 
about reflection but also about taking action to bring about better living conditions for the 
community as a whole. 
The democratic model is the third approach to social pedagogy described by Eriksson 
(2013). It is based in humanistic democratic thinking and the hermeneutic tradition. Thus it is 
less radical than the mobilisation model described above. Instead, it focuses on the social 
pedagogue working with individuals to open and extend their ways of thinking and reasoning 
through meaningful dialogue, leading to new understanding and options for future action or 
ways of being. 
Social Pedagogy—Theory Into Practice 
While Eriksson (2013) considers there to be three distinct models of social pedagogy, 
Coussée, Bradt, Roose, and Bouverne-De Bie (2010) argue that, as practice, it is not 
exemplified in a particular approach or method, but rather particular methods and approaches 
are chosen as a result of thinking from a social pedagogical perspective. Storø (2013) explains 
this further:  
Imagine putting on a pair of glasses with a particular characteristic, and when we do, 
we see the things we look at in certain ways. Imagine one colleague saying to another . 
. . I get the impression you have put on your problem glasses, you are not seeing your 
client’s resources at all! We get the idea straight away that we should also have a pair 
of resources glasses, to be worn frequently. At other times multicultural glasses, 
poverty glasses and so on might be useful. (p. 45)  
Social pedagogy has traditionally been viewed as the underlying discipline or set of 
“glasses” for working with children and young people in a wide range of European countries 
(Hämäläinen, 2003; Kyriacou & Uhlemann, 2011; Slovenko & Thompson, 2016). 
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Pedagogues are thus found throughout Europe in diverse settings, primarily, but not only, 
concerned with the care of children. They are not confined to working with those in need or at 
risk, as social workers generally are, but may be nursery or preschool staff, or workers in out-
of-school educational services or residential settings (Kyriacou, 2009; Petrie, Boddy, 
Cameron, Wigfall, & Simon, 2006).  
In more recent years the theory and practice of social pedagogy have been found to be 
relevant across all stages and aspects of life. Ucar (2013) sees the natural field of social 
pedagogy in people’s everyday lives, in their communities, schools, families, homes, cultural 
centres, civic centres, shelters, hospitals and streets. Euteneuer and Uhlendorff (2014) argue 
that from a social pedagogic perspective, learning and education allow families to manage 
change and transitions at various stages of their lives. 
Storø (2013) writes that social pedagogy takes place in what is commonly described in 
Denmark as “the common third” (p. 13). This he describes as the space created when the 
social pedagogue and client or group come together to work, each bringing their own 
perspectives to the task of developing the skills and understanding the client or group need to 
function effectively in their life and their community. This process of dialogue and learning 
may also take place in shared living spaces in which all group members, including the social 
pedagogues, are considered of equal value (Moore et al., 2013). 
According to Eriksson (2011), community development can also be considered 
through a social pedagogical lens in that it often takes the form of education which is based 
on the values of integration, cohesion and co-operation. In this context, it aims to improve the 
lives of those in communities or groups which sit on the edges of society. Eriksson gives an 
example from her own practice in community development projects with immigrant women 
in Sweden. Through educational groups, the women gain increased knowledge about Swedish 
society so that they can become active participants in their new social world with control over 
their lives.  
Current Developments in Approaches to Social Pedagogy—What is the Relevance for 
Aotearoa New Zealand? 
Through a review of the literature, it is apparent that the European tradition of social 
pedagogy has become increasingly visible in recent years in social work discourse in English-
speaking countries. Its potential relevance and contribution to social work practice are 
currently being debated in countries such as England, Scotland, and Australia (Kornbeck, 
2002; Smith & Whyte, 2008). Smith and Whyte (2008), for example, believe that social 
pedagogy has a great deal in common with Scottish traditions of welfare. They argue that 
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Scottish social work approaches sprang from the ideas of the Reformation and the Scottish 
Enlightenment with the notion that education could be used for both the development of 
individuals and the community. In their opinion, the reviews of social work in Scotland taking 
place over the last sixteen years have offered an opportunity to reclaim this tradition. The 
Scottish Government report (2005) is one of those that argues that an educative element is 
found in social work’s primary philosophical position that people can be enabled to deal with 
their individual social situations through acquiring relevant skills and knowledge. The social 
pedagogue’s role is thus to educate the client or service user in developing those skills and 
that knowledge. 
In a similar vein, there have been a significant number of reports and research projects 
looking at the potential value of social pedagogical frameworks for working with children in 
care in the UK (Chavaudra, Moore, Marriott, & Jakhara, 2014). Hatton (2012) argues that a 
social pedagogical perspective in youth work could shift the UK’s emphasis on risk 
management and risk maintenance to a more positive youth development approach. Cameron 
(2004) describes this as a move away from a perspective that is paternalistic (in providing for, 
and having responsibility for, the welfare of young people), to one that is a more challenging 
rights- and citizen-based approach. In working with children, the language then shifts from 
working with children “in need” to working with children who are “rich,” building on 
strengths rather than deficits (Houston, 2002). 
Whilst an initial examination of the discipline of social pedagogy reveals an exciting 
potential for a fresh lens for social work, a number of notable academics warn that a discipline 
so firmly rooted in the history and social and political structures of Europe cannot just be 
transplanted into other contexts (Cameron, 2004; Hämäläinen & Eriksson, 2016; Lorenz, 
2008; Stephens, 2009). Smith and Whyte (2008) note that in many English-speaking countries 
such as the United Kingdom and the US (and it could be argued, Aotearoa New Zealand), the 
traditional concepts of care and education have largely been split, with social work often seen 
as a “repair device for rectifying social disorder” (Stephens, 2009, p. 348). Cameron & Moss 
(2011) explain the concern about this:  
A democratic, inclusive, emancipatory and holistic social pedagogy, committed to 
social justice and rights and attaching importance to dialogue, reflection, and situated 
judgement . . . does not sit comfortably in a profit-driven, competitive, privatised 
market system. Social pedagogy so understood is a theory, practice and profession for 
working with children and adults as citizens within public spaces that they access as of 
right and on an equal basis; it is a profession for practising the value of democracy for 
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all, not enhancing the private profit of a small minority; it is a profession of 
collaboration and dialogue, not competition and managerialism. (p. 208) 
Within these caveats, it is argued that social pedagogy may well have the potential to reshape 
the frameworks for social work in this country and provide another pair of glasses through 
which to consider social work roles and tasks. Stephens (2009) summarises this argument 
elegantly: the “suggestion should not be interpreted as inviting an uncritical semantic takeover 
of a term from a different place. Rather it is an invitation to learn from the ideas of a richly 
developed continental European education and welfare field” (p. 350).  
Conclusion 
This chapter has explored the European profession and discipline of social pedagogy, 
demonstrating a particular approach to the combining of traditional social work and 
educational theory. The next section of the thesis provides the detail of the research 
undertaken here to explore whether social workers in this country, Aotearoa New Zealand, 
perceive they undertake a role as an educator in their everyday practice with service users and 
whether their profession, employing organisations and regulatory body acknowledge and 
support such a role. Chapter 7 sets out the methodology used for the study and elaborates on 
the reasons for the choice of the approach taken to the research. Ethical considerations are 
discussed and the research process detailed. The final chapters present the results, discussion, 
conclusions and recommendations. 
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Chapter 7: Methodology 
Introduction 
This chapter begins with a discussion of research in the broader social sciences and 
social work profession. Ethical considerations for the field of social work practice research 
are then discussed, with particular emphasis on the requirement for transparency and a 
detailed explanation of the methodology chosen for this study. The strengths and limitations 
of quantitative and qualitative research approaches and associated methods are explored in 
depth, and the rationale for choosing a mixed methods approach outlined. 
In the second section of the chapter the nature and aims of the current study are set out 
and the process of designing and refining the research methods and gaining ethics approval 
described. The specific instruments used for gathering the data are then detailed and the 
processes of recruitment, data collection and analysis discussed. 
Research in the Social Sciences  
The subject matter of the social sciences is human “social life [which] is highly fluid, 
formidable to observe and difficult to measure precisely” (Neuman, 2011 p. 9). Rather than 
looking to discover fundamental laws of nature, social researchers attempt to explain and 
understand behaviour, events and trends in the social and cultural world of humans (Betts, 
Hayward, & Garnham, 2001). Pure social research is expected to have a high level of research 
rigour and create new knowledge or understanding while applied social research is used in a 
wide range of fields to address immediate problems or find new solutions to complex 
situations (Neuman, 2011). 
The current study is pure research in terms of the academic rigour applied and 
commitment to developing new knowledge. It can further be described as “exploratory,” a 
form of research which is undertaken when very little is known about a subject (Tolich & 
Davidson, 2011). Neuman (2011) states that the “primary purpose [of exploratory research] is 
to examine a little understood issue or phenomenon . . . develop preliminary ideas about it and 
move toward more refined research questions” (p. 38). Frequently in practice, he says, 
exploratory blends into descriptive research, within which the researcher attempts to describe 
in detail a clearly defined subject. The focus moves to questions such as “who” and “how 
often.” The current research blends exploratory and descriptive research in this manner within 




Social Work Practice as a Field of Social Sciences Research  
The field of research in social work in New Zealand is “complex and multi-
dimensional,” as diverse as the profession itself (Gibbs, 2001, p. 688). Gibbs (2001) argues 
that social work research thus needs to be considered an “ongoing exploration, description, 
analysis, critique and explanation of social work practice, theories, knowledge, relationships 
and systems and their impact on the lives of service users” (p. 688).  
Fook (2003) and Gibbs (2001) argue that neoliberal economic policies have acted to 
deprofessionalise the work that social workers do. Fook (2003) considers it ironic that this is 
happening at the same time as demands for professional accountability and evidence-based 
practice increase. To counter these forces, she argues that it is important for the profession to 
continue to develop its knowledge base and extend its credibility through research into 
practice effectiveness (Fook, 2004). Beddoe (2011) also argues that a strong social work 
research tradition in New Zealand is vital for maintaining social work’s position, for 
evidencing the profession’s contribution to the social services and ensuring excellence in both 
continuing and developing practice. According to Labonté-Roset (2007) and Gredig (2011), 
social work research should thus be sited within professional practice with the purpose of 
developing new and innovative approaches to working alongside and with service users and 
client groups. These approaches should then feed into developing theory and knowledge 
bases. For Shaw (2007) good social work practice research will, therefore: 
• generate or enhance theory and knowledge about social work and social care; 
• provide impartial evidence about and for decision-making; 
• instrumentally improve practice and organisational learning; 
• highlight the quality of lived experience and advance practical wisdom; and 
• promote justice, social change and social inclusion. (p.665) 
The intention of the current study is to achieve all of these objectives.  
Social work practice research may be conducted by practitioners, service users or 
researchers (Flick, 2011; Pain, 2011). I am both a social work practitioner with many years of 
practice experience and a researcher based in an academic setting.  
Ethical Considerations for Social Work Practice Research 
 “Good social work research means doing social work research with a confident and 
robust understanding of the values on which social work itself is predicated” (Butler, 2003, p. 
25). The Aotearoa New Zealand Association of Social Workers’ Code of Ethics (2013) 
formalises social work researchers’ responsibilities. These responsibilities are in addition to 
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those relating overall to social work practice. The Code states that any research carried out by 
members of the Association must meet appropriate standards of rigour and quality whilst at 
the same time attend to the wellbeing and safety of participants. Tolich (2001a) argues that 
given the size of Aotearoa New Zealand, protection of participants needs to be a primary 
consideration. 
Reporting of findings must be accurate and objective, and any limitations of the study 
must be clearly stated. In addition, any social work research endeavour must be grounded in 
Te Tiriti o Waitangi. This places a responsibility on social work researchers when the study 
involves Māori participants and their experiences. The intricacies of Te Ao Māori require that 
the researcher work with respect and with the support of the community involved in the study. 
Principles that should guide ethical practice in this area include seeking guidance from the 
kaitiaki (caretakers) of the knowledge area. Researchers are expected to make a commitment 
to the concept of reciprocity—of giving back to the participants by sharing knowledge gained 
so that their practice is enhanced and not diminished by the study (Cram, 2001). As a Pākēha 
researcher, it is important to build relationships and form partnerships with those who can 
provide guidance in this area.  
Gaining the informed consent of participants is emphasised in the Code in terms of 
ensuring participants understand the purpose and methods of the research, have the choice to 
withdraw at any time, and are informed of the ways in which the data and the research itself 
will be used. As Wilkinson (2001) states,  
Informed consent is supported by the values of autonomy and wellbeing, in that 
autonomy requires subjects to be allowed to make their own choices and know what 
they are getting into, and in that subjects’ wellbeing will tend to be advanced if they 
make their own choices with adequate information. (p. 18) 
The Code of Ethics also states that any social work research must be approved by an 
appropriate ethics committee. The details of how these requirements have been met for the 
current study are detailed in a later section of this chapter. 
There is, however, a risk that sole reliance on codes of ethics for guidance “risks 
compartmentalising ethical aspects of research and shutting them off in a preamble” (Shaw, 
2003a, p. 10). Ethical dilemmas may emerge at any stage of the research process. While 
gaining ethical approval before commencing research is essential, the researcher’s 
responsibilities do not end there. Shaw (2003a) argues that social work researchers need to 
remain reflective and responsive to ethical concerns throughout the course of their project to 
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ensure that their endeavours fit with the profession’s mission in relation to social justice, 
social change, and social integration, as outlined in Chapter 3 (Beddoe, 2011; Pain, 2011).  
In addition to the above, Letherby and Bywaters (2007, p. 42) argue that researchers in 
the academic world have access to resources that their potential participants do not have. With 
this epistemic privilege (the right to be defined as a knower), researchers have a responsibility 
to acknowledge and include the understandings and experiences of those the research touches 
in some way, even if they hold differing views. Particular care must then be taken to ensure 
that all responses are presented in an accurate manner, with no distortion of the analysis to fit 
the researcher’s interests (Wilkinson, 2001; Vere-Jones, 2005).  
Finally, it is crucial that the methodology chosen for a research project fits with social 
work ethics (Pain, 2011; Ross, 2005; Vere-Jones, 2005; Wood, 2006). A social work 
researcher thus has a responsibility to be explicit about the choice and design of methodology 
and the analysis of the data, and in the way in which the findings are edited and presented. For 
this reason, the next section of this chapter discusses in detail the potential approaches to 
social work practice research, the strengths and limitations of each of these approaches, and 
the rationale for the final choice of methodology for the present study.  
Methodologies for Social Work Practice Research  
Quantitative Research 
Evidence-based social work practice, as referred to above by Fook (2003), is informed 
by a positivist paradigm within which quantitative methods are ascendant and where social 
science research is seen as essentially the same as that carried out in the natural sciences with 
the same principles and rules (Humphries, 2003). Cournoyer and Klein (2000) state that 
positivism is based on the assumption that “there is a reality that exists outside of people, and 
knowledge about this reality can be verified empirically” (p. 3). Whitehead and McNiff 
(2006) state that researchers working from a positivist epistemology hold that there is only 
one correct view of knowledge and that positivism is value-free and apolitical in its search for 
truth. Benton and Craib (2001), however, argue against this assertion, stating that in fact, 
positivists consider knowledge provisional, continuously open to challenge and further 
investigation. They also argue that positivist research can demonstrate what is happening in 
our social world, even if it cannot necessarily explain it. 
According to Carroll and Rothe (2010), quantitative data provides answers to 
questions such as “how much” or “how often” and is measured or reported on a numerical 
scale, “permitting categorization of pooled data, numerical reporting, statistical analysis and 
mathematical modelling” (p. 3480). They describe quantitative research as an examination of 
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an area of interest from the outside—looking at (i.e., taking an objective view), rather than 
looking in (taking a subjective view). The aim is to provide generalisable answers to research 
questions (Derrett, 2011) through the use of structured tools and language and the 
classification of characteristics and experiences.  
Quantitative research uses a process of deductive theorising through which “existing 
theories are reduced to testable hypotheses which have their variables operationalised in a 
precise way” so that relationships between them can be measured (Tolich & Davidson, 2011, 
p. 65). Quantitative methods are therefore particularly helpful for understanding the 
magnitude (the extent) of and the scale (the strength of) the response to the problem or issue 
being examined. As a result, such methods can give precise numbers over populations. This 
helps researchers understand the nature of the problem or issue being studied. In addition, 
trends, correlations between variables and causal relationships can be explored (Sheppard, 
2004). 
Bryman (2008) considers that the most important measure of good quantitative 
research is its validity. “Validity is concerned with the integrity of the conclusions that are 
generated from a piece of research” (Bryman, 2008, p. 32). He identifies four facets of 
validity that need to be addressed: measurement or construct validity (whether the measure 
established for a concept really does measure the concept); internal validity (whether any 
conclusions that are reached within the study about one variable causing another are 
justifiable); external validity (whether results can be generalised to broader populations or 
contexts); and ecological validity (whether the findings really do reflect the experience of the 
population studied). A second key issue identified by Sapsford (2007) is reliability—firstly in 
terms of whether the results of the research project are repeatable (replicable) and secondly 
whether the measures designed for the concepts in the project are consistent over time, across 
a range of groups and localities. These facets are given serious consideration later in this 
chapter in the section dealing with the design, pretesting and implementation of the methods 
used in this study and the processes used to reach conclusions.  
In summary, quantitative approaches in the positivist tradition can be described as 
“data condensers” which allow the researcher to gain an overview or big picture of the subject 
matter being this explored (Neuman, 2011). This is important for the current study which 
explores the question of the extent to which there is a widespread shared experience amongst 
social workers about the roles they play, some of the tasks they undertake in their daily 
practice, and their perception of their readiness to undertake them.  
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Limitations of positivism and quantitative research. 
Letherby and Bywaters (2007) critique positivist logic, describing it as “linear and one 
dimensional” as it works toward a pre-assumed end-point. They also describe it as 
“mechanistic and functional” and “imperialistic” because of the way in which the same 
answer is applied to all situations, regardless of contexts (p. 15). Darlington and Scott (2002) 
and Patomaki and Wight (2000) assert that, as a result, positivist epistemology and 
quantitative methods cannot cope with an ever-changing and complicated social world. In the 
same way, Butler (2003) argues that social work and positivism do not sit well together where 
one is about the chaotic diversity and meanings of human lives and experiences and the other 
about technical rationality which leads to narrow definitions of evidence for social work 
practice: 
The form of scientism implied by the dominant conception of evidence-based practice 
which has infiltrated social work at every level is characterised by the way it puts on a 
metaphorical white coat in its approach to the social; paying less attention to the 
specific context in which social events and processes take place as part of a necessary 
process of reification and universalisation. (p. 22) 
Strengths of positivism and quantitative research. 
Whilst the limitations described above are acknowledged, positivist epistemology 
evolved in an attempt to avoid many of the common problems associated with human 
reasoning and can thus be considered a highly significant way of knowing for the social as 
well as the physical sciences (Cournoyer & Klein, 2000). With its use of systematic protocols 
and standardised methodologies that include quantitative techniques, positivism offers 
possibilities for generalising findings and validating and replicating outcomes (Tolich, 2001b; 
Walliman, 2005). The ability to validate and replicate findings is considered to be of primary 
importance because these measures indicate the degree of reliability of the findings of a study 
(Sheppard, 2004). Quantitative approaches are also considered strong in finding linkages 
between variables, in control and precision, and in working with large sets of data (Shaw, 
2003). These factors are particularly important for social work practice which, in the current 
economic and political climate, needs “evidence based knowledge of particular populations 
and social problems, and the effectiveness of various resources and interventions in 




Surveys as a quantitative research method. 
Questionnaires are a widely used and recognised quantitative research tool for 
surveys, given credibility through their use by academic institutions (Schirmer, 2009). Survey 
research is a means of obtaining self-reported information from people about themselves. The 
aim is to allow researchers to generalise about a large population by studying only a small 
portion of that population. Sheppard (2004) states that the purpose of questionnaires is 
measurement—of both individual and aggregated responses. Questionnaires may be in written 
or verbal format but always contain a standardised set of questions asked in exactly the same 
order. 
Limitations of surveys.  
The construction of any survey instrument raises a whole series of potential technical 
pitfalls that need to be carefully negotiated. These include guarding against response sets, 
keeping the survey to a manageable size, limiting open-ended questions, giving clear and 
complete directions, being certain that the research questions will be answered, eliminating 
ambiguous questions, and avoiding leading questions (Cox & Cox, 2008; Peterson, 2000; 
Seale & Filmer, 2001). Addressing these issues at the design stage is critical as the questions 
are then fixed and cannot be improved or rewritten once the study is underway (Alreck & 
Settle, 2004). 
O’Leary (2007) asserts that good research should include the opinions of all those it 
seeks to represent, not just those who have the dominant voices. This is a particular challenge 
for survey research in the form of a questionnaire where results only come from the responses 
of those who reply to the request for participation. Tolich and Davidson (2011) argue that this 
raises the issue of a self-selection bias which may skew the overall response set. Results thus 
need to be reported as trends or indicators, and such limitations need to be clearly noted. If, in 
addition, the response rate is low questions must be asked about whether the results can be 
said to fairly reflect the wider population’s experiences and whether they incorporate 
alternative views, including those of Tangata Whenua and a variety of minority groups 
(Larson & Poist, 2004). 
“Respondent fatigue” (Tolich & Davidson, 2011, p. 112) is another issue which can 
occur particularly in self-administered surveys when participants become bored or tired with a 
survey and do not complete it. 
Strengths of surveys. 
If the above limitations are managed well, surveys are an effective method of data 
collection in giving geographic flexibility, being convenient for participants in terms of when 
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they choose to complete the survey and being low cost in contrast to some other methods. 
Most significantly, they allow the collection of data from a large and dispersed sample 
(Larson & Poist, 2004). Standardising questions limits the risk of variations resulting from 
interpretation (Curtis & Curtis, 2011). The resulting standardised data can then easily be 
quantified and statistically analysed and generalisations subsequently made from the sample 
to a wider population (Tolich & Davidson, 2011).  
Postpositivism and Qualitative Research 
In contrast to quantitative research, qualitative approaches are based on a subjective 
view of the world and a postmodernist epistemology which criticises the positivist tradition 
and the notion of objective truth or knowledge that can be discovered (Sheppard, 2004). 
Proponents of postpositivist epistemology frequently talk about difference, about situated 
knowledges, about plural ideas of truth and knowledge creating multiple realities through 
multiple discourses (Fawcett & Featherstone, 2000; Shaw & Gould, 2001). Neuman (2011) 
describes qualitative methods rooted in this epistemology as data enhancers that make it 
possible to understand key aspects of a subject more clearly. 
Qualitative research uses inductive theorising which, rather than starting with a set of 
assumptions to test, begins with broad areas of enquiry through which issues are “teased out” 
(Sheppard, 2004, p. 216). The basic premise is that social life and associated actions can only 
be understood in terms of the meanings they are given. The aim of social research is therefore 
to understand and interpret how people create these realities. Rather than following a linear 
process as quantitative research tends to do, qualitative research can be considered as a 
process that follows a spiral path and has an iterative process (Tolich & Davidson, 2011). 
Carroll and Rothe (2010) describe qualitative research as the process of looking inside, 
asking participants to describe their experiences and realities then seeking to understand these 
and identify shared themes. The data used for qualitative research is not generally numerical. 
The aim is to find answers to questions relating to “why” and “how” in contrast to 
quantitative research’s questions about “how much” and “how often.” The way in which the 
current study attempts to achieve this end is outlined later in this chapter. 
Derrett (2011) argues that there are four key criteria for evaluating qualitative 
research. These are the credibility of the results, transferability of these to other contexts, 
dependability (could the study be replicated with similar outcomes in a different context) and 




Limitations of postpositivism and qualitative research. 
Benton and Craib (2001) argue that postpositivism leaves those who study 
“knowledge” in an odd position with none of the concepts of “absence, difference, 
fragmentation and rhetoric . . . (having) anything to do with knowledge” (p. 168). If taken to 
its logical extension, every finding would need to be considered unique, and any similarity to 
others’ experiences or with the findings of other studies would have to be considered as 
simply coincidence. Postpositivist epistemology is considered by some writers to thus reject 
the possibility of knowledge altogether (Fawcett & Featherstone, 2000), to reject any 
possibility of normative foundations in the social world, and to legitimate extreme views of 
cultural relativism (Houston, 2001). From the perspective of quantitative research, qualitative 
methods fall short of meeting the standards required for “good” research—reliability, validity, 
generalisability, and replicability (Bryman, 2006).  
Strengths of postpositivism and qualitative research. 
Qualitative researchers emphasise the richness and layers of their data which they 
argue give a depth to their findings that quantitative methods cannot deliver. In addition, they 
argue that qualitative data allow important issues to emerge from the research, finding out 
what is significant through the eyes of the participants themselves (Sheppard, 2004). 
Humphries (2003) argues that social work’s emphasis on positivist methods and 
evidence-based practice has led to the loss of the essence of the profession and that only a 
postpositivist approach can recapture this:  
What becomes lost . . . is an acknowledgement that social work is also a moral, social 
and political activity. Blunt instruments . . . often cannot capture the dilemmas 
confronted by practitioners which lead to uncertainty and confusion, and which are 
key elements in decisions made in everyday situations affecting clients’ lives. To leave 
. . . the messiness of practice unavailable to examination is to have an incomplete and 
distorted picture. (p. 83) 
She argues that postpositivist epistemology creates space for a variety of voices and different 
experiences of social work practice. Acknowledgement of difference and the rich variety of 
human experience has given social researchers an appreciation of the need to tell the stories of 
those whose experiences are lost in positivist traditions. At the same time, the 
acknowledgement of diversity has given social workers a deeper appreciation of the need to 




Interviews as a Qualitative Research Method. 
Sheppard (2004) describes interviews as purposeful conversations. The aim, he says, 
is to gather descriptions of participants’ perceptions and views of the topic being studied in 
their own words and phrases. In this way, interviews are not just a means of gathering 
information, but also a means of creating meaning—a process by which people “seek to create 
a narrative to account for their experiences of the world” (Sheppard, 2004, p. 137). Interviews 
may take place face-to-face or by telephone, Skype, FaceTime or other electronic means of 
communication and may be with individuals or groups. 
The structure and format will vary depending on the needs of the particular study. In 
structured interviews, all the questions are predetermined and must be asked exactly as 
written and in the same sequential order while unstructured interviews have very little formal 
structure and follow the lead of the person being interviewed. Semistructured interviews fall 
somewhere between these two approaches. They begin with preset broad questions relating to 
the subject matter. The interviewer ensures that the key topics relating to the study are 
covered, but the interview is conducted more like a guided conversation so that responses can 
be explored in depth (Dodd & Epstein, 2012). 
Limitations of interviews. 
A particular issue for interviews is the pivotal role played by the interviewer who can 
influence responses and outcome through bias and error. Nardi (2006) states that “interviews 
are reactive situations of social interaction in which discussions about personal behaviour and 
opinions with a stranger are influenced by the interview process itself” (p. 70). It is thus 
important to be sure that all interviewers are carefully trained and prepared. 
Whilst technological advances have allowed more flexibility in the conducting of 
interviews, they continue to have some drawbacks. Telephone interviews allow for access to 
participants from a wider geographical spread but can make it difficult to establish a positive 
and trusting working relationship. In addition, the interviewer has no visual cues to 
accompany verbal responses. Skype and FaceTime allow the interviewer to access the visual 
cues but require reliable and easy access to the Internet and the skills to use it effectively. 
These requirements may lead to the exclusion of some potential participants. 
Participant responses may also lead to errors (Royse, 2008). For example, participants 
may give distorted or false answers as a result of fear or the desire to be seen in a particular 
way. Further issues with the use of interviewing as a research tool include the matter of 
finding participants willing to participate, the extra time taken to conduct and write up the 
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interviews, the smaller sample size generated, and the associated additional costs of the above 
(Nardi, 2006). 
Strengths of interviews. 
Interviews give the opportunity to gather rich data, exploring in detail and through 
personal accounts how participants respond to complex topics. They give access to 
information about the motivations or intentions behind actions that could not be obtained 
through observation alone and can enable the researcher to make links between actions or 
events. Most significantly, according to Sheppard (2004), interviews allow a deeper level of 
exploration and understanding than is possible through quantitative numerical methods. 
Content Analysis as a Qualitative Research Method 
Nardi (2006) describes content analysis as a process of “distilling key ideas, words or 
phrases and coding them” (p. 73). It is a reductionist method and, as its name suggests, 
involves the analysis of documents for common contents that are relevant to the matter being 
studied (Sheppard, 2004). This process may involve converting qualitative data into 
quantitative form by counting keywords or phrases in the data sources for comparison and 
analysis, or it may involve searching for themes and patterns (Dodd & Epstein, 2012). 
Content may be considered in relation to individual documents or transcripts or specific 
questions or areas of interest across the whole data set whilst thematic analysis is more 
commonly undertaken across the whole data set. 
Braun and Clarke (2006), however, consider thematic analysis a research method in its 
own right. They describe it as contextualist and a means of both reflecting reality and 
deconstructing it to find new meanings and patterns. In an inductive approach to thematic 
analysis, the data is coded without influence from the researcher’s theoretical position or 
research questions. In contrast, a theoretical thematic analysis is explicitly shaped and driven 
by the researcher. Braun and Clarke (2006) argue that this is will lead to a more detailed 
analysis of aspects of the data rather than rich descriptions. 
Limitations. 
A major limitation of content analysis is the issue of reliability. In this context, 
reliability refers to the extent each person involved in analysing the material codes the 
information in the same way. According to Braun and Clarke (2006), many researchers do not 
truly analyse the data but simply link extracts together to create a narrative. This needs to be 
guarded against. 
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For thematic analysis, researchers need to be explicit about what constitutes a theme 
and how this is determined. This should not simply be through quantifiable measure but rather 
through an assessment of the theme’s relevance to the research questions. Braun and Clarke 
(2006) suggest that more work needs to be done regarding how this is determined and 
represented. 
Strengths of content and thematic analysis. 
Content analysis is a flexible method that can effectively summarise key features, 
highlight similarities and differences across a data set, and lead to unexpected and rich 
insights which complement data collected through quantitative methods. Thematic analysis 
can provide a detailed and nuanced description of themes sitting within the data (Braun & 
Clarke, 2006). In this way, it extends the exploration and understanding of the research topic.  
A Mixed Method Approach to Social Research 
It can be seen from the above discussion that quantitative and qualitative 
methodologies and methods have both strengths and limitations. Shaw (2007) argues that for 
social work inquiry to be rigorous and have depth, social work researchers need to move away 
from a position of favouring one of these approaches over the other. A mixed method 
approach offers a way of achieving this. 
According to Tashakkori (2009), mixed methodology has been used extensively in 
social science research for many years but has only become formally recognised as a unique 
approach in its own right since the 1990s. However, he argues that there are still many 
debates over aspects of its form and functions. For example, he notes that there is one 
argument that a mixed methods study must simply incorporate two different types of data, 
while another that says that it must have two different types of analysis and must show that 
the findings are integrated. 
Bazeley and Kemp (2012) define mixed methods research as:  
Research in which more than one paradigmatic or methodological approach, method 
of data collection, and/or type of analysis strategy is integrated during the course of 
undertaking the research, regardless of how those approaches or methods might 
individually be classified and with a common purpose that goes beyond that which 
could be achieved by either method alone. (p. 51) 
This definition fits with one offered by Tashakkori: “The investigator collects and analyses 
data, integrates the findings, and draws inferences using both qualitative and quantitative 
approaches or methods in a single study” (Tashakkori & Cresswell, 2007, p. 4). Both agree 
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that integrating the findings is important but also that this is one of the most significant 
challenges for mixed methods research. Carroll and Rothe (2007) suggest that integration is 
best understood through the concept of “complementarity.” They argue that quantitative and 
qualitative methods sit on a “continuum of reconstructing meaning.” Complementarity is thus 
defined as an epistemological design which allows researchers to understand behaviour 
through “the use of separate but dialectically related research approaches” (p. 3479). In 
essence, using two different approaches gives different understandings of a phenomenon and 
those understandings should complement each other—they are the “looking at” as described 
in the section on quantitative research earlier in this chapter and the “looking in” as described 
in the qualitative section. Carroll and Rothe (2010) further argue that the two different ways 
of knowing a subject are interrelated, each giving the other clarity of meaning so that 
whatever is being studied can be understood in terms of “both outside generalities and inside 
particularities” (p. 3483). For Carroll and Rothe (2010), the concept of reciprocity is also 
crucial in mixed methods research. By reciprocity they mean that each aspect of the research 
must inform and extend the other. 
Strengths of a mixed method approach to social research. 
Fook (2003) argues that social work research, with its emphasis on social justice and 
empowerment, must be inclusive in the methods it uses. She asserts that practice-based 
research must not be paradigm bound but rather begin from a position that considers how 
different methods can be incorporated effectively depending on the context and nature of the 
problem or practice issue being researched. A mixed method approach can be effective for 
this. In addition, Carroll and Rothe (2010) argue that a more holistic understanding of an issue 
or research problem in the health and social sciences fields can be gained through combining 
the richness of findings that come from quantitative and qualitative studies.  
Overall, the approach of integrated social research can take us beyond some of the 
limitations of one-sided research. It uses for this goal the theoretical and 
methodological triangulation of several approaches in a complex design for making 
possible a more comprehensive understanding of the issue under study. (Flick, 2011, 
p. 191) 
This is particularly important for social science research in that it permits the researcher to 
choose and combine the most effective research methods for a particular project, allowing, as 
in this study, the gathering of large amounts data which are then further investigated for more 
in-depth understanding. 
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Limitations of a mixed methods approach. 
Researchers who favour either qualitative or quantitative methods argue from an 
epistemological position that the two approaches are based on fundamentally incompatible 
principles and simply cannot be combined, or, at best, can only be successful at a superficial 
level (Bryman, 2006). Shaw (2007) further argues that if a mixed methods approach becomes 
simply the easiest choice it will “reduce research to its lowest common methodological 
denominator” (p. 664). As the mixed methods approach has become more fashionable 
Bryman (2006) argues there is an increased risk that researchers may combine qualitative and 
quantitative methods without considering their applicability for the particular research 
question. Without being clear about the purpose behind choosing the approach, the quality of 
the research itself may be weakened. In addition, there is still significant debate about the 
issue of assessing the quality of mixed methods research. According to Bryman (2006), there 
is still no agreement in the literature, but there are three potential ways of making such 
assessments: 
• Using the same criteria for both aspects of the research (“convergent” criteria). 
• Using separate criteria for each.  
• Creating new criteria specific to this form of research approach (“bespoke” 
criteria). 
He argues that there is no one answer to this problem and that different research studies may 
require different forms of assessment for quality depending on the extent to which one 
method is more dominant than the other and the findings are integrated. 
A way forward: a pragmatic approach to mixed methods research. 
According to Bryman (2006), there are a range of typologies in the literature used to 
categorise the various forms of mixed method research. There are five dimensions upon 
which he bases his own typology: whether the data from the quantitative and qualitative 
aspects of the study are gathered sequentially or at the same time; which aspect has priority; 
the functions of the integration of the data; the stages at which the combined strategies occur; 
and whether there is more than one data strand. The research design of the current study is 
next described with particular reference to these dimensions. 
Aims of the Research 
The overarching research questions explored in this thesis are “do social workers in Aotearoa 
New Zealand consider they have a key role as educators in their every day practice?” and 
secondly, “is this role recognised and supported by the profession and employing bodies?”   
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There are four main aims of the study:  
• To explore whether social workers across a range of fields of practice perceive that 
they have a role as educators and whether they consider they have the skills and 
knowledge for such a role. 
• To explore the extent to which the various tasks considered to make up such a role are 
undertaken in everyday social work practice and perceived by social workers to 
contribute to successful outcomes for clients and service users. 
• To explore whether the job descriptions of social workers in a variety of fields of 
practice acknowledge and reflect an educator role in everyday practice. 
• To explore whether the curricula for social work professional education programmes 
recognise the educator role and explore social workers’ perceptions of whether those 
programmes prepared them for this. 
Taking into account the aims of the thesis and the themes of the literature, the 
following four hypotheses were formulated. 
Study Hypotheses 
1. That social workers perceive they have a role as educators in their everyday practice. 
2. That a variety of educational tasks are considered important by social workers in 
achieving successful outcomes and are undertaken regularly in their everyday practice. 
3. That social work position descriptions do not reflect the importance and extent of the 
educator role and tasks. 
4. That social workers do not perceive that professional education programmes prepare 
them adequately to perform the tasks of an educator in everyday social work practice. 
The Research Design for This Study 
Walliman (2005) argues that it is essential to determine the assumptions that underlie 
a piece of research so that a judgment can be made on the appropriateness of the methodology 
used and the validity of any findings. In addition, awareness of the power researchers have in 
not only producing and shaping knowledge but also in affecting the lives of those who are 
researched raises questions about the researcher’s responsibility to understand and be explicit 
about her own position (O’Leary, 2007). 
Critical Realism—A Conceptual Framework for the Study  
This study is framed within the ontology and epistemology of critical realism. 
Bhasker’s theory asserts that the natural and human worlds are parts of a layered open system 
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(Houston, 2001). Humans are considered to be the sum of their physical, chemical and 
biological parts and are thus subject to the laws of each. At the same time, however, they are 
also much more complex than the study of any one part would suggest, with the capacity to 
shape and be shaped by the society in which they live: “Individuals and societies are mutually 
interdependent: individual actions (praxis) are influenced by the society (structure) in which 
they are carried out, but these actions in turn influence this same society (transformation)” 
(Walliman, 2005, p. 209). 
Critical realism thus allows for the postpositivist view that people transform their own 
knowledge and realities, but centres this within a framework that takes into account the role of 
social structures and the natural world. In addition, critical realists argue that people can only 
ever have a transitive view of the world, one that is coloured by their particular cultural, 
historical, and social lens. Hence, there is no assumption that social sciences should be value 
free, rather that they should be used not only to “uncover psychological and structural 
mechanisms, but to challenge their existence where they lead to human oppression” (Houston, 
2001, p. 851). In these ways, critical realism sits well with social work’s professional values 
and mission statements. In the same way, critical realism’s support for the positivist tradition 
of backing theory with argument and evidence (Benton & Craib, 2001) reflects both my and 
the social work profession’s commitment to evidence-based practice. 
A mixed methods approach was thus chosen for this study with the primary 
quantitative phase grounded in the positivist tradition, and the secondary qualitative phase 
grounded in social work’s commitment to acknowledging and celebrating difference and 
diversity in practice. The use of semi structured interviews allowed the collection of rich data 
in the form of “short narratives” (Oleson & Eskelinen, 2011, p.61). These provided an 
opportunity for practitioners’ voices and stories to be heard and their subjective experiences 
related.  
Bryman’s typology for a mixed methods approach, as described earlier in this chapter, 
provided a framework for the research design of this project (Bryman, 2006). Combined 
strategies occurred at all stages of the research process from the formulation of the research 
questions to data collection, analysis, and interpretation. This is a multi-strand study with two 
different research methods and a range of primary and secondary sources of data. Data were 
collected sequentially. 
A cross-sectional survey from quantitative methodology (Bryman, 2008; Punch, 2003, 
2006) in the form of a self-administered questionnaire was used to collect data from a 
convenience sample of Aotearoa New Zealand social workers to gain an overview of the 
nature of the educative role in everyday social work practice along with social workers’ 
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perceptions of the frequency with which they undertook each of the associated tasks and the 
importance of each in working toward achieving successful outcomes with clients and service 
users. 
A qualitative dimension to the research was then gained through a series of twenty 
semi-structured interviews with twenty social workers from a range of fields of practice who 
had completed the original questionnaire. Participants were asked to give examples from their 
practice of times they had undertaken educator tasks. This material gave depth and richness to 
the data collected in the first phase of the research and allowed the participants the 
opportunity to expand on their practice experience through short narratives (Olesen & 
Eskelinen, 2011). Additional questions in the interviews allowed for further quantifiable 
analysis which also gave the opportunity to extend the data collected in the first phase of the 
study. Both of these aspects of the research used primary data sources. 
The next stage of the research involved collecting job descriptions from a range of 
social work practice settings. A content analysis was then undertaken, looking for references 
to an educator role and associated tasks. The purpose of this phase was to explore whether this 
role is formally recognised and understood by the organisations within which social workers 
practise. An analysis of the content of the New Zealand Social Work Registration Board’s 
national curriculum requirements for social work professional education was also undertaken 
to explore the extent to which an educative role is recognised, understood and presented in the 
array of accredited social work professional education programmes based in Aotearoa New 
Zealand’s universities, wananga and institutes of technology. 
Bryman (2006) sets out criteria assessing the appropriateness of a mixed methodology 
for a particular research project. The choice of a mixed method approach for this study fits 
with a significant number of his criteria, identified in brackets below: 
• The quantitative and qualitative data are combined to give greater validity 
(triangulation). 
• Using the two methods gives the opportunity to counter the weaknesses of each 
one with the strengths of the other (offset). 
• The combination allows a more comprehensive exploration of the research area 
(completeness). 
• Each method helps to explain the findings that arise from the other (explanation). 
• The quantitative approach provides in this case information about the structures of 
social workers’ practice whilst the qualitative approach provides information about 
the processes they use (process). 
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• The quantitative method is used to facilitate the development of the sample for the 
qualitative aspect of the study (sampling). 
• Combining the approaches enhances the integrity of the study (credibility). 
• The survey used in this study provides generalisable findings and relationships 
amongst variables while the interviews provide greater context and depth 
(context). 
• Through the stories of the social workers shared in the interviews, life is given to 
the hard data of the quantitative survey (illustration). 
• It is considered that combining the approaches will make the research more user-
friendly and helpful for practising social workers (utility). 
• Combining the approaches will extend the findings of each aspect of the study 
(enhancement). 
Ethics Approvals for the Study 
Ethics approval was gained from the Otago University Ethics Committee in May 2010 
(Appendix A). Following the completion of the pilot study later that year, the ethics 
application was revised and again approved. A further consultation in 2012 resulted in 
approval for the use of an additional interviewer to assist with the interviews (Appendix A).  
Te Komiti Rakahau ki Kāi Tahu (the Ngāi Tahu Research Consultation Committee) 
was also consulted in 2010 and gave advice and recommendations (Appendix A). Te Komiti 
considered the research to be important to Māori health and recommended that self-identified 
ethnicity data be collected. It also encouraged contact with the iwi of Te Tau Ihu o te Waka a 
Maui (the top of the South Island) and that the research findings be shared with Māori health 
organisations. Following these recommendations an initial meeting was held with Trevor 
Wilson, then Whānau Ora Pou Whakahaere (Chief Executive) of Whakatu Marae. Trevor 
Wilson is a long standing member of the Aotearoa New Zealand Association of Social 
Workers and one of those who worked on the development of the bilingual Code of Ethics. 
His advice was that the key body for consultation for this study should be the Tangata 
Whenua Takawaenga o Aotearoa, the Māori Caucus of the Association. Contact was then 
made with Bella Wikaira, Clinical Service leader for Social Work in the Child, Women and 
Family Services of the Waitemata District Health Board and research liaison person for the 
Tangata Whenua Takawaenga o Aotearoa. Her feedback from the Roopu (group) Chairs was 
that while the research was worthwhile and the survey instrument easy to follow, many Māori 
social workers would potentially prefer to talk through their responses with the researcher 
kanohi ki te kanohi (in person). The suggestion was that this could either be through a face-to-
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face meeting, telephone, or video conferencing facilities. This recommendation was 
incorporated into the study. 
 
Phase 1: The Survey 
A survey in the form of a self-administered questionnaire was used in the first phase 
of the research to explore social workers’ perceptions of the role of educator and associated 
tasks in their everyday practice. Quantitative research methodology requires evaluation of the 
proposed instruments for a research project to guard against the technical limitations 
described earlier in the chapter. Two methods of pretesting were undertaken for this study. 
The first involved asking a small group of experts from the areas of qualitative and 
quantitative research and social work to review the proposed methodology and identify any 
potential flaws in design. This group was made up of my primary supervisor, Dr Lynne 
Briggs, Associate Professor of Social Work at the University of Otago, and registered social 
worker, Dr Donna Swift, anthropologist and researcher of the Nelson Marlborough Institute 
of Technology, Dr Linda Liddicoat, researcher and also formerly of the Nelson Marlborough 
Institute of Technology, and the Roopu Chairs of Tangata Whenua Takawaenga o Aotearoa 
of the Aotearoa New Zealand Association of Social Workers through Bella Wikaira. 
Suggestions and recommendations from these advisors were incorporated. 
The second method of pretesting was an initial pilot study in which the proposed 
questionnaire was trialled in 2011 with a small purposive sample of social workers from the 
Nelson area considered to represent anticipated typical participants. This gave the opportunity 
for a test drive to ensure that the survey tool did in fact address the research questions, was 
manageable in terms of the time taken to complete, had clear directions, and avoided any 
ambiguous or leading questions. The pilot study also allowed the opportunity to undertake a 
preliminary analysis of a small sample of the data that would eventually be generated in the 
full study. In addition, feedback was given by the participants on aspects of the design and the 
process. 
Ten social workers from the Nelson area were invited to participate. They were chosen 
to reflect a range of fields of practice, qualifications and positions so that the survey tool 
could be thoroughly tested. Each was posted a copy of the original questionnaire which they 
self-administered and returned in a postage paid envelope. Each questionnaire was assigned a 
unique code. No identifying information was gathered except where the respondent indicated 
their willingness to participate in a second stage of the pilot study and provided their details 
for the researcher to make contact to arrange a follow-up interview. The data was entered into 
141	
the “Statistical Package for Social Sciences”(SPSS) (Versions 19–22). Statistical analysis for 
this small-scale pilot study included the use of frequency distributions, means, and Cross-
Tabulations to test for associations. The results needed to be viewed with extreme caution as 
such a very small purposive sample was used. They did indicate, however, that the series of 
task statements in the questionnaire used to operationalise the concept of an educator role in 
social work were relevant to social workers’ experiences in a variety of fields of practice and 
positions. A number of minor recommendations to the format were made and incorporated 
into the final design.  
The final survey design. 
The revised and finalised survey retained the format of a self-administered 
standardised questionnaire (Appendix B). As Tolich and Davidson (2011) recommend, the 
questions were ordered in such a way that the most sensitive information was left till last, the 
survey was tidy and well organised, it incorporated five-point scales, clear instructions were 
given, and the time required for completion kept to under ten minutes.  
The role of “educator” was compared initially with a range of roles identified as 
fundamental in social work practice (IFSW, 2012). The educator role itself was then broken 
down into a number of task statements, developed from the literature review on educational 
theory and philosophy undertaken for this study. For each task statement, participants were 
asked to rate themselves on a series of Likert scales which indicated to what extent the task 
was a part of their everyday practice, how important they considered the task to be in 
achieving successful outcomes, how they prepared themselves for the task, and how well they 
were prepared for it at the completion of their qualifying course of study. These scales were 
developed and reworked from those used in Sheafor’s study of the 1980s (Sheafor, 1982; 
Sheafor, Teare, Hancock, & Gauthier, 1985). Additional questions looked at relationships 
between a range of variables such as field of practice, qualification, location of practice, and 
social workers’ perceptions of themselves as educators. 
Choosing the sample. 
The make-up of a sample in large part determines the credibility of the study. Saris 
and Galhofer (2007) argue that it is possible that the researcher may influence the results 
unless the sample frame is appropriate and the sample of reasonable size. Choosing a sample 
proved to be a challenge for this study. The most recent census available at the time the 
research was planned (Statistics New Zealand, personal communication, September 2008) 
indicated that 13,170 individuals in this country considered themselves to be social workers. 
Because there is no protection of title, it is impossible to know on what basis individuals 
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chose to place themselves in this occupational category. Selecting a sample directly from this 
population would thus have been problematic. 
Registration of social workers is not yet mandatory in New Zealand. It was considered 
that sampling only the limited sub-group that had chosen to register at the time the research 
was undertaken would narrow the sample too tightly. In addition, although the Social 
Workers Registration Act (2003) has required registered social workers to have a minimum 
qualification of an applied social work degree for some years, many currently practising New 
Zealand social workers are not graduates of degree programmes. Therefore, sampling based 
on qualification only would also exclude many current social workers. 
The Aotearoa New Zealand Association of Social Workers (ANZASW) is the 
professional organisation for social workers in this country with approximately 4166 
members at the time the research was undertaken (ANZASW, 2010). Members of ANZASW 
may or may not be registered and may or may not have social work degrees but they have 
chosen to identify themselves with the social work profession and have made a commitment 
to the Aotearoa New Zealand and IFSW Codes of Ethics and accountability processes. This 
group was thus chosen as a convenience sample. Participants then self-selected by making a 
choice whether or not to participate in the survey.  
The issue of survey fatigue and over-sampling. 
As described in the section on limitations of surveys, survey fatigue and oversampling 
may lead to reduced rates of participation (Curtis & Curtis, 2011). Self-administered surveys 
are particularly at risk of low response rates. Beebe, Jenkins, Anderson, and Davern (2008) 
identify that this is an increasing concern in health and social sciences and in many different 
countries. Royse (2008) describes a range of steps designed to maximise returns as far as 
possible. These include prenotification of the survey, notification of a cut-off date, inclusion 
of a statement of university support, use of coloured paper or visual images with the 
questionnaire, prepaid return envelopes, and guarantees of confidentiality. These 
recommendations were all incorporated into the data collection method for this study. In 
addition, potential participants were offered the opportunity to complete the questionnaire 
online, thus giving a choice of convenient response methods. Participants were not required to 
identify themselves—further ensuring there were no barriers to completion. Finally, two 
monetary prizes equivalent to the cost of ANZASW membership for a year were offered. 
In spite of the attempts made above to achieve a high response rate, the total number 
of participants was 853 or 20.5% of the membership of ANZASW. Schirmer (2009) states 
that a response rate of above 50% is preferred, but often the response rate can be as low as 
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10–15%. Synodinos (2003) puts the expected return rate at between 12 and 14 percent. As 
noted by Tolich and Davidson (2011) above, with a 20.5% response rate the results of the 
current study can only be considered as trends or indicators. 
 
Data collection. 
Lucy Sandford-Reid, the Chief Executive Officer of the Aotearoa New Zealand 
Association of Social Workers, was consulted at the planning stage of the research (personal 
communication, 2010). She advised that between a third and a half of the Association’s 
members at the time either did not have e-mail addresses or had not provided them to the 
Association. Furthermore, many social workers in smaller community or voluntary agencies 
did not have easy access to the Internet and thus would not be in a position to participate in an 
on-line survey. Consequently, it was considered important to have both the option to respond 
to a hard copy or paper-based questionnaire and also an on-line option for those with easy 
access to computers and the Internet. The questionnaire was thus printed as a small booklet 
for easy reading and posting and was also set up on the “Survey Monkey” website. A link 
taking participants directly to the on-line survey was sent in an e-mail to all Association 
members with known e-mail addresses. Prenotification of the survey was given to ANZASW 
members via the Association newsletter and individual e-mails. 
Attached to the documents when they were posted and e-mailed in September 2011 
was a full explanation of the nature and purpose of the project under my name, that of my 
primary supervisor Dr Lynne Briggs, and Otago University (Appendix B). This gave potential 
participants the opportunity to make an informed decision about whether they wished to 
participate. As suggested by Viskovic (2005), no identifying personal information was 
gathered (unless participants chose to give their names and contact details for follow-up 
interviews) and the data was aggregated to ensure anonymity.  
Data analysis. 
Data analysis for this phase of the research was initially supported by SPSS Version 
19. This was upgraded to SPSS Version 22 in 2014. After preliminary analysis, it became 
apparent that a number of participants who had undertaken the survey on-line had not 
completed the full questionnaire. The data set was therefore cleaned so that only participants 
who had fully completed the survey were retained. This reduced the total number of 
participants in the sample to 721 (17.3% of the membership of ANZASW). In addition, some 
of the variables were recoded or combined for more purposeful analysis. 
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Frequency distributions and Cross-Tabulations of variables have been used to 
demonstrate the spread of responses. Chi-square tests were not appropriate for statistical 
analysis of this data as more than 20% of the expected frequencies were less than five and 
some less than one, potentially leading to unreliable results. Mehta and Patel (2012) state that 
in such circumstances it is best practice to calculate a significance level based on the exact 
distribution of the test statistic. This means that an accurate p value can be obtained to give a 
robust and precise measure of statistical significance without relying on assumptions that the 
data may not meet. The SPSS Exact Tests were thus chosen for the statistical data analysis in 
this study. However, these too needed refinement as while the data set was large enough, the 
number of some expected counts was small and thus the exact calculations too memory 
intensive for the exact values to be available. As recommended by SPSS, the Monte Carlo 
option of the Exact Tests was therefore used. This option uses a repeated sampling method 
and gives approximations of the exact significance levels. The default confidence intervals for 
the Monte Carlo calculations are set at 99% and the default number of samples at 10,000. 
However, by running the calculations with a larger number of samples and a higher 
confidence level, SPSS effectively gives the exact p values to a given number of decimal 
places. Thus for this study the confidence intervals were set at 99.99% and the number of 
samples at 100,000. In addition, a starting number seed of 2,000,000 was used for each 
calculation so that the results could be replicated. 
Phase 2—Semi-Structured Interviews 
The second phase of the research consisted of twenty semi-structured interviews with 
social workers chosen from a variety of fields of practice.. Olesen and Eskelinen (2011) argue 
that social work is a dynamic process that evolves in response to client or service user’s needs 
along with the changing contexts of the individual social worker’s practice. By gathering and 
exploring social workers’ narratives, the second phase of the research aimed to supplement 
the big picture statistical data gathered in the survey. The purpose of the narratives was thus 
primarily to add depth and quality to the study by bringing it to life through the personal 
reflections of social workers  
Pretesting of the interviews. 
The pilot study carried out in 2011 included pretesting the interview questions and 
process. Two of the social workers who had given their consent and contact details after 
completing the pilot study questionnaire were interviewed using the proposed semi-structured 
interview format. They were not asked for any identifying personal information. Both were 
given the opportunity to see and correct notes taken at the end of their interviews to ensure 
145	
they were an accurate representation of their responses. Each was then assigned an identifying 
number that was recorded in a separate secure file. Only the interviewee number was kept 
with the interview notes, thus ensuring the privacy of the interviewees.  
While only two interviews were undertaken, it quickly became apparent that the 
proposed semi-structured interview format with its case scenarios and associated questions 
was unlikely to provide additional information useful to the study. To capture the depth and 
richness of social workers’ daily practice, it was thus considered that that aspect of the 
research should be redesigned. Following the completion of the pilot study, ethics approval 
was sought for a number of amendments to the interview format. This updated approval was 
given on 15 April 2011 (Appendix A). 
The final interview structure used in the study incorporated a small number of 
quantitative survey questions with a series of opportunities for the participants to give open-
ended descriptions of examples of their everyday practice in relation to the tasks of an 
educator role (Appendix B). 
The sample. 
The make-up of the sample group for the interviews was determined following the 
postal survey. All survey participants were asked if they would be willing to be interviewed, 
and if so were asked to give their contact details.  Participants for the interviews were selected 
from a variety of statutory, health, community, and iwi groups. Using a convenience sample 
such as this ensured that the voices of a range of social workers were heard. As recommended 
by Letherby and Bywaters (2007) this also gave the opportunity to capture any sub-groups of 
social workers underrepresented in the initial phase of the research.  
Data collection. 
Invitations, information sheets and consent forms were sent by e-mail or post to 
selected social workers in the first instance to remove any issues that could arise as a result of 
direct contact (Monk, 2004). As this did not yield a large number of responses, phone contact 
was then made with potential participants. This was significantly more effective, and twenty 
social workers agreed to be interviewed by phone (if not living locally) or in person. I 
conducted most of the interviews personally, but a small number were undertaken by a 
research assistant who was carefully prepared and trained. 
Confidentiality and anonymity were assured in this phase through the removal of 
information that could be used to identify individuals (O’Brien, 2001). Participants had access 
to the notes from their own interview to review and correct if they requested, but not to any 
other material. All identifiers were removed from the interview notes and each interviewee 
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was assigned an identifying number. These were recorded on a separate secure file with only 
the interviewee number kept with the interview notes. Quotes from interviews have not been 
attributed to individual social workers and only nonidentifying information has been included. 
The issue of consistency across the interviews was addressed by the researcher and her 
assistant preparing carefully together and monitoring each other’s initial interviews. As the 
interviews were semi-structured, the key questions were pre-determined. Both interviewers 
kept any further questions to a minimum and, those that were asked, were restricted to 
requesting clarification or further detail. All interviews were recorded and reviewed by the 
researcher as an additional check.  
Data analysis. 
Some of the information gained in the interviews was transformed into quantifiable 
variables and was thus able to be analysed statistically using frequency distributions and 
cross-tabulations. However, the majority of the data gained from the interviews was of a 
qualitative nature however. Participant responses were extracted and the resulting short 
narratives used to illustrate the educative role within their social work practice. A social 
interactional approach, as described by Olesen and Eskelinen (2011),  was used to analyse 
these narratives. The focus was on the social practice described, rather than on literary or 
linguistic patterns. The ways in which the social workers framed their practice, and their 
reflections on their changing perspectives on the role of educator in their everyday work, were 
examined in depth. Analysing these short narratives in this way allowed the deconstruction of 
broader concepts of professional identity and purpose and gave rich data about individual 
approaches in very different practice settings.  
 
 
Phase 3—A Content Analysis of Social Work Job Descriptions and the Social Work 
Registration Board’s National Curriculum Requirements 
In the final phase of this research project, a range of job descriptions of social workers 
in a variety of fields of practice were obtained from websites advertising vacancies such as 
Trade Me, Seek and careers.govt.nz . These sites were used to ensure that job descriptions 
were current and located in a variety of urban and rural communities and different 
geographical areas of Aotearoa New Zealand. The convenience sample of twenty positions 
was chosen to reflect the range of positions, fields of practice and employing agencies of the 
social workers who participated in the survey and the interviews.   
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A content analysis of these documents looked at the incidence of references to the 
educator role and tasks as defined in this study. The findings were then compared with social 
workers’ reports of their everyday practice experiences. In the same way, the Social Workers 
Registration Board national curriculum requirements for social work programmes were 
analysed and the results compared with social workers’ reported experiences of the content of 
their qualifying course of study in terms of the extent to which it prepared them for an 
educator role. 
A major limitation of content analyses is the issue of reliability—the extent to which 
each person involved in analysing material codes the information in the same way. This is not 
a concern for this study as the analysis was undertaken only by the researcher. 
Data Storage 
Only myself as principal researcher, my research assistant and my supervisor have had 
access to the raw data from this study. The data will be archived for five years after the study 
ends in case it should be required for further scrutiny. The Otago University Department of 
Social Work and Community Development will provide secure storage. The raw data will be 
shredded once the end of this timeframe is reached. 
Conclusion 
This chapter has explored the nature of social sciences research in general and social 
work practice research in particular. Ethical considerations for this field of research endeavour 
have been discussed. Methodologies for social science research were described, and the 
rationale was given for choosing the mixed methods approach (also known as an “integrated” 
or “pragmatic practitioner” approach) for this piece of exploratory research into the role and 
tasks of social workers as educators. In essence, it is considered that the mixed method 
approach combines the best of both quantitative and qualitative methodologies while also 
providing an opportunity to compensate for the limitations of each so that the overall strength 
of the study is enhanced (Cresswell, 2009; Flick, 2011; Tolich & Davidson, 2011).  
The second section of the chapter detailed the hypotheses generated, the research 
processes used, and decisions made through the course of the project. 
This chapter has set the scene for the next, which details the results of the various 
phases of the research. 
  
148	
Chapter 8: Quantitative Results 
This chapter sets out the results of the major quantitative aspect of the research. As 
documented above, this took the form of a questionnaire sent by e-mail and post to all 
members of the Aotearoa New Zealand Association of Social Workers. The demographic data 
collected is presented in the first section of this chapter. The subsequent sections report the 
participants’ responses to a series of questions relating to their perceptions of an educative 
role in their social work practice. As noted in the methodology chapter, SPSS Exact Tests 
were used to establish whether statistically significant associations existed between variables. 
These are reported where such associations were found. 
Demographic Characteristics of the Sample 
Membership of ANZASW stood at 4166 at the time the survey was undertaken 
(ANZASW, 2010). A total of 853 (20.5%) of the members responded to the survey, either 
through the postal copy or on-line. However, not all surveys returned were complete. Once 
the data was cleaned, the usable sample was reduced to 721 (17.3% of the Association 
membership). Table 1 below shows that the majority of participants in this study, as in the 
Association, were female (83.2%). Over 70% identified themselves as being 40 or older. This 
is also consistent with the Association’s membership at the time. 
  
Table 1. Demographic Characteristics of the Total Sample (N=721) Compared With ANZASW 
(N=4166) 
Characteristics    n  (%)   ANZASW 
Gender          
Male     98 13.6%   604 (14.5%) 
Female    600 83.2%    2943 (70.6%) 




19–29    35  4.9%    77 (1.8%) 
30–39    113 15.7%   530 (12.7%) 
40–49    197 27.3%   936 (22.5%) 
50–59     237 32.9%   1263 (30.3%) 
60 and over   96 13.3%   720 (17.3%) 
Not identified   43  6%   640 (15.4%) 
 
As can be seen in Table 2 below, the majority of participants were New Zealand 
European/Pākehā. Just 13.6% identified as New Zealand Māori. ANZASW statistics for the 
ethnicity of members was not available when the survey was undertaken, and therefore no 
direct comparison could be made. However, Derrett (2011) undertook research using 
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ANZASW membership at a similar time. Of her sample, 64% identified as New Zealand 
Pākehā, 15% as Māori, 4% as Pacific peoples, 10% as European, and 7% as “other.” The two 
sample sets are very similar which indicates that the current research sample can also be 
considered representative of the ANZASW membership in terms of ethnicity. 
 
Table 2. Ethnicity of the Total Sample (N=721)  
Ethnicity     n  (%) 
    
New Zealand European/Pākehā  461 63.9% 
New Zealand Māori   98 13.6% 
Pacific peoples    28  3.9% 
European    67  9.3% 
North American    11  1.5% 
Chinese     4  0.6% 
Indian     9  1.2% 
Other     22  3.1% 
Not identified    21  2.9% 
 
Country Qualifications Gained 
Of the 623 participants, 86.4% gained their social work qualification in New Zealand. 
The largest group that trained overseas came from Britain (3.7%). The remainder came from a 
variety of countries including the United States, South Africa, and Europe.  
Professional Qualifications 
Table 3 shows that over 65% of participants held an undergraduate degree or higher 
qualification in social work. Again, no statistics were available from ANZASW for 
qualifications held at the time the research was undertaken. Staniforth (2010) was able to 
source a breakdown of these from ANZASW for 2009, so some comparison can be made, 
although this is limited with a nearly two-year difference in collection of data. Staniforth 
(2010) records that 14% of ANZASW members in 2009 had no social work qualification or a 
qualification in another field, compared with 5% in the current study; 47% had a Certificate or 
Diploma in Social Work compared with 26.8% of the sample for this study; 28% had a 
Bachelors in Social Work compared with 34.4% in the current study; and 16% had a master’s 
degree or other postgraduate qualification in social work compared with 30.8%. 
  
150	
Table 3. Professional Qualifications (N=721) 
Highest qualification       n  (%) 
No social work qualification      12  1.7% 
No Social Work qualification but ANZASW competency 
 or S13 registration       24  3.3% 
Social Work student       8  1.1% 
Certificate in Social Work      17  2.4% 
Diploma in Social Work      176 24.4% 
Bachelor’s degree in Social Work    248 34.4% 
Postgraduate Certificate or Diploma in Social Work   100 13.9% 
Applied Master’s or Master’s Degree in Social Work   122 16.9% 
PhD in Social Work field      3  0.4% 
Not identified        11  1.5% 
 
Fields of Practice  
Survey responses came from social workers practising in a wide range of agencies. 
These were so diverse that the original categories from the survey were collapsed into larger 
groupings for reporting so that patterns could be identified. A total of 31.9% of participants 
identified themselves as working within the District Health Boards, whether in mental health, 
alcohol and other drug services or general health, whilst community-based social services 
made up the next largest group of employing agencies (25.5%). Child, Youth and 
Family/Ministry of Social Development (MSD) were close with 21.6%. Just under 20% of the 
participants came from a variety of smaller social service agencies. These were kept as 
separate groups so that the findings of the study in relation to the educator roles and tasks 
could be usefully compared across the broad range of fields of practice. 
 
Table 4. Current Field of Practice (N=721) 
Current field of practice       n (%) 
Child, Youth and Family/MSD     156  21.6% 
Social Work in Schools      10  1.4% 
Justice (Police, Corrections, Ministry of Justice)    17  2.4% 
Iwi and Māori social services      11  1.5% 
District Health Board–general     134  18.6% 
District Health Board–mental health/alcohol and other drugs  96  13.3% 
Community-based social services    184  25.5% 
Community-based mental health/alcohol and other drugs  28  3.9% 
Private practice        35  4.9% 
Social Work professional education and training    28  3.9% 
Other         8  1.1% 




Social Work Positions 
Of the total sample, 52% identified themselves as “social workers” with the remainder 
(48%) coming from a wide range of social work or social work related positions. Over 72% of 
the participants described themselves as being in direct practice (i.e., with members of the 
public as their most significant client group). Those in “indirect practice” included social 
workers in advisory, management, and supervision roles. 
 
Table 5. Current Social Work Position (N=721) 
Social worker        377  52.3% 
Residential social worker      5  0.7% 
Whānau/Iwi worker       14  1.9% 
Community worker       12  1.7% 
Probation officer       6  0.8%  
Counsellor/clinician/therapist      34  4.7% 
Coordinator        58  8% 
Advocate        4  0.6% 
Private practitioner       10  1.4% 
Total: “direct practice” social workers   520  72.1% 
 
Supervisor within an agency      37  5.1% 
Team leader/professional leader     32  4.4% 
Advisor         18  2.5% 
Planner/policy development      3  0.4% 
Manager        44  6.1% 
External professional supervisor      11  1.5% 
Lecturer/tutor/professional educator     23  3.2% 
Total “indirect practice”      168  23.2% 
 
Other         17  2.4% 
Not identified        16  2.2% 
 
The Roles of Social Workers in Aotearoa New Zealand 
The first section of the survey was designed to locate the broad role of “educator” 
within the context of the multiple roles social workers hold in everyday practice. Participants 
were asked to indicate the significance for them individually of each of 11 roles identified 
from the international social work literature discussed in Chapter 3, including that of educator. 
The results are shown in Table 6 below. The mean score for each role shows that overall 
participants considered education to be the fifth most significant role undertaken in their 
social work practice. In fact, only 2.1% said that education was not part of their job at all. 
Only two roles had more social workers undertaking them as part of their normal routine. 
These two roles were problem-solving and empowerment and advocacy. 
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Table 6. Frequency Distribution and Mean Score of Social Work Roles  
 Role Not part of my 
job  
Very minor  Significant Very 
significant 
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Percentages do not add up to the total sample as a small number of participants did not answer every question. 
The Comparative Significance of the Educator Role in Different Fields of Practice  
A cross-tabulation was then undertaken to explore the perceived significance of the 
educator role across a range of fields of practice. It can be seen in Table 7 below that 100% of 
participants working in community mental health and alcohol and other drug services, Justice, 
Iwi and Māori social services and professional education and training considered the role of 
educator significant, very significant, or one of the most significant in their practice. Close 
behind them were those in community social services (95.08%). More than half of the social 
workers from six of the nine fields of practice considered the role of educator very significant 
or one of the most significant roles they undertook in their daily practice. Health Board social 
workers (not including mental health and alcohol and other drug services) had the lowest 
percentage who considered education a very significant role (36.36%). However, this still 
represents over a third of the practitioners in this field. 
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Further analysis (two-sided SPSS Exact Test) confirmed that the relationship between 
the respondent’s field of practice and the perceived importance of the role of educator was 
statistically significant (p˂0.001) 
 
Table 7. Cross-Tabulation: Significance of the Educator Role Across Fields of Practice (N=715) 
 
Field of practice 
 
Not part of 
my job  
 












































































































































































































The Significance of the Educator Role Across Social Work Positions 
The perceived significance of the educator role in participants’ everyday practice was 
then analysed by practice position. Table 8 below shows that 88.91% of participants in direct 
practice positions considered the role of educator significant, very significant, or one of the 
most significant that they engaged in. This included 100% of whānau and iwi workers, 
probation officers, and advocates. The SPSS Exact Test confirmed a significant relationship 
between participants’ positions and the place of the educator role in their usual practice 
(p˂0.01). 
 
Table 8. Cross-Tabulation: Significance of the Educator Role Across Direct Practice Social 
Work Positions (N=514) 
 
 Social work 
position 
Not part of 
my job  
Very minor  Significant Very 
significant 







































































































































































Table 9 below shows that 93.45% of participants in indirect practice positions 
considered the educator role significant, very significant, or one of the most significant that 
they undertook. Only 2.98% of this group indicated that they did not undertake the role at all. 
This compared with 1.75% of those in direct practice positions. 
 
Table 9. Cross-Tabulation: Significance of the Educator Role Across Indirect Practice Social 
Work Position or Other/Not Identified (N=201) 
 
 Social work position 
Not part of 
my job  
Very minor  Significant Very 
significant 



















































































































       
 

















Findings in Relation to the 14 Educator Task Statements 
In the survey, the role of “educator” was next broken down into a series of 14 task 
statements designed to operationalise the concept and explore what it meant within a 
professional social work framework in Aotearoa New Zealand. The fourteen task statements 
used in the survey are detailed in Appendix B. 
For the purposes of this research, clients of any description were referred to 
generically as “service users.” As noted in Chapter 1, this broad term covers a diverse range 
of client groups including individuals, couples, whānau, families, communities, students, 
other social workers, policy-making bodies, councils, and government ministers 
(McLaughlin, 2009). 
Participants were asked to rate their professional experience of each educator task 
statement on a series of Likert scales. These included measures of how important the task was 
to their everyday practice, how often they undertook the task, how important they considered 
it was in working toward successful outcomes with service users, and how prepared they felt 
for the task after completing their qualifying course of study. Participants were also asked to 
indicate how they developed their knowledge and skills for the task from a range of options 
that included on the job training, self-teaching and experience, external courses, other 
qualifications, and their qualifying course of study. 
The next section of the results chapter details the findings of the survey in relation to 
the 14 task statements. 
Relevance of the “Educator” Tasks in Everyday Practice 
Table 10 provides an overview of the relevance of the tasks to the total sample of 
social workers (i.e., across the full range of fields of practice and job descriptors). It shows 
that a majority of social workers who responded to the survey considered all the tasks 
important in their everyday practice. Those considered important by over 90% of participants 
include giving service users information and explanations about resources available to them 
(91.82%), assisting service users to explore and discover potential choices available to them 
(91.8%), giving service users detailed information relating to the issue or situation they were 
dealing with (90.85%), advising service users about their rights and/or responsibilities in their 
current situation (90.67%), and providing opportunities for service users to reflect on their life 
experiences and plan for change (90.3%). 
Over 80% of participants considered all but three of the remaining tasks to be 
important in their everyday practice. The three remaining tasks were teaching service users 
techniques for solving problems (76.29%), teaching service users specific skills (e.g., 
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parenting skills, social skills, budgeting skills) (63.66%), and informing/raising public 
awareness about the adequacy and availability of policies and programmes for meeting 
service user needs (53.95%). It is of note, however, that even these tasks had over 50% of 
participants who perceived them as important in their everyday practice. 
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Table 10. Relevance of Educational Tasks to Social Workers’ Everyday Practice—An Overview (N=721)  
Task statement Missing 
response 
Not part of my 
job at all 
Very minor  Important task  Very important One of the 
most important 
1.Provide service users with detailed information 
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4.Provide opportunities for service users to reflect on 
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12.Work with service users to develop their knowledge 
and skills to ensure the safety of vulnerable adults 
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availability of policies and programmes for meeting 






























Task 1: I give service users detailed information relating to the issue or situation they 
are dealing with. 
The frequency with which this task is undertaken 
Participants who indicated that they considered this task part of their job were then 
asked to indicate how frequently they performed it in the course of their normal work routine. 
Table 11 below shows their responses broken down by field of practice. Nearly 70% of 
participants (69.76%) performed the task either daily or several times a week. For participants 
working for Iwi or Māori social services the figure was over 90%. Private practitioners were 
the only group with less than 50% of participants undertaking the task at least several times a 
week (45.45%). Statistical analysis (two-sided SPSS Exact Test) confirmed that the 
relationship between the frequency with which this task was undertaken and the respondent’s 
field of practice was significant (p<0.01). 
 
Table 11. Cross-Tabulation: The Frequency With Which Task 1 is Undertaken—Field of Practice 
(N=691) 
 


































































































































































































Tables 12 and 13 below show the responses to the same question broken down by 
social work position. The results are split into two tables to highlight any differences between 
those in direct practice with service users and those in indirect practice where their main 
service users are other professionals. The relationship between the frequency with which this 
task was undertaken and the respondent’s practice position was also statistically significant 
(p˂0.001, SPSS Exact Test). 
Of those in direct practice positions, 100% of probation officers and advocates 
indicated that they undertook the task at least weekly, along with all but 7.53% of social 
workers. In contrast, 50% of the private practitioners indicated that they undertook this task 
once a month or less. Overall, 89.98% of those in direct practice positions indicated that they 
engaged in this task at least weekly. 
 
Table 12. Cross-Tabulation: The Frequency With Which Task 1 is Undertaken—Direct Social 
Work Position (N=509) 
 
Job title 
Daily Several times 
a week 































































































































































A smaller number (79.74%) of those in indirect practice positions indicated that they 
undertook the task of giving detailed information relating to the issue or situation their service 
user was dealing with at least weekly. Advisors and policy developers were most likely to be 
undertaking this task on a daily basis (36.84%), closely followed by external professional 
supervisors (36.36%). Interestingly, 35.9% of managers and 26.32% of social work trainers 
and lecturers only undertake this task once a month or less. 
 
Table 13. Cross-Tabulation: The Frequency With Which Task 1 is Undertaken—Indirect Practice 
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The importance of the task in achieving successful outcomes for service users 
Table 14 below shows how important participants from a range of fields of practice 
perceived this task to be in achieving successful outcomes for service users. Over 96% of 
participants (including 100% of those from Iwi or Māori social services) considered that this 
task was important, very important, or one of the most important tasks they undertook in their 
routine practice. Child, Youth and Family and MSD social workers had the highest 
percentage of participants who considered giving detailed information to their service users 
was one of the most important tasks they did (43.7%), with DHB mental health and alcohol 
and other drug services just behind them at 40.62%. Those in private practice were most 
likely to indicate that they considered the task of very little or only some importance 
(12.12%). 
 
Table 14. Cross-Tabulation: The Importance of Task 1 in Achieving Successful Outcomes—
Field of Practice (N=690) 
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important 

















































 14 (2.03%) 
 











































































































































Tables 15 and 16 below show the impact of the task on successful outcomes by social 
work position. The SPSS Exact Test showed a significant relationship between the 
importance of this task in achieving successful outcomes for service users and the 
respondent’s practice position (p<0.01). 
Of participants in “direct practice” positions (those working directly with members of 
the public), 84.21% considered this task very important or one of the most important that they 
undertook. This included 100% of those in advocacy positions and 89.09% of those in 
coordination roles. However, only 20% of social workers in private practice considered this a 
very important task in their everyday practice. 
 
Table 15. Cross-Tabulation: The Importance of Task 1 in Achieving Successful Outcomes—







Important  Very 
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Of those in indirect practice, 80.52% also considered this task very important or one of the 
most important that they undertook, with 89.47% of advisors and policy developers in this 
group. Lecturers, tutors, and professional educators were the most likely group to give a lower 
rating, with 26.31% considering it of only some importance or important. This can be seen in 
Table 16 below. 
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Table 16. Cross-Tabulation: The Importance of Task 1 in Achieving Successful Outcomes—







Important  Very 
important 



























































































































 29 (100%) 
p<0.01 
	
Developing knowledge and skills for this task 
Participants indicated that they developed the skills and knowledge for this task by a 
variety of means which were not mutually exclusive. Findings showed that 71.4% were self-
taught through experience in their role, 63.5% gained their skills through internal agency 
training, supervision and networking, 68.1% through their professional social work 
qualification (alongside other means) and 39.5% through attending external courses. Some 
15% of participants gained their knowledge and skills through other qualifications, and only 
8.5% gained them solely through their professional social work qualification. 
Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who undertook this task, 94.68% indicated that they had a social 
work qualification. Of this group, 16.11% considered that they were not prepared at all or had 
a very low level of preparation for this task at the end of their qualifying course of study, 
41.34% considered they were adequately prepared, and 42.55% that they were highly 
prepared or better. 
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Task 2: I give service users information and explanations about resources available to 
them.  
The frequency with which this task is undertaken 
Table 17 shows that of the social workers for whom this task was part of their usual 
practice, 72.25% performed it daily or at least several times a week and 95.44% of generalist 
social workers in DHBs and 90% of social workers in schools carried out the task at least 
weekly. For those in private practice, giving service users information and explanations about 
resources available to them was a task they carried out less frequently, with 21.88% indicating 
that they undertook it once a month or only occasionally. The SPSS Exact test showed that 
the relationship between the frequency with which this task is undertaken and the 
respondent’s field of practice was statistically significant (p<0.01). 
 
Table 17. Cross-Tabulation: The Frequency With Which Task 2 is Undertaken—Field of Practice 
(N=692) 
 
Field of practice 
 
Daily Several times 
a week 
































































































































































































Tables 18 and 19 below show the responses to the same question broken down by 
social work position. Of those in direct social work practice, 100% of advocates, 93.8% of 
social workers, and 91.66% of community workers indicated they undertook this task weekly 
or even more frequently. Private practitioners were least likely to undertake this task on a 
regular basis.  
 
Table 18. Cross-Tabulation: The Frequency With Which Task 2 is Undertaken—Direct Social 
Work Position (N=510) 
 
Job title 
Daily Several times 
a week 






























































































































































Of those in indirect practice, 80.39% indicated that they undertook the task at least 
weekly. Not surprisingly, this included all but 5.56% of advisors and policy developers. In 
fact, 94.45% of those in this position undertook the task at least weekly. The relationship 
between the frequency with which this task was undertaken and the respondent’s practice 
position was statistically significant (p˂0.001, SPSS Exact Test). 
 
Table 19. Cross-Tabulation: The Frequency With Which Task 2 is Undertaken—Indirect Practice 










































































































































 p˂0.001  
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The importance of the task in achieving successful outcomes for service users 
Table 20 below shows that 100% of Iwi and Māori social service workers who 
responded to this question indicated that they consider this task very important or one of the 
most important for achieving successful outcomes. Social workers in the field of community-
based mental health and alcohol or other drug services were the next largest group in this 
category (85.71%), with community-based social services close at 83.42%. Few social 
workers from across the fields of practice indicated that they considered this role of very little 
importance. Six of the fields of practice had no social workers in this group and of the Child, 
Youth and Family and MSD social workers who responded, only 0.65% indicated that the 
task was of very little importance in their normal work routines. 
 
Table 20. Cross-Tabulation: The Importance of Task 2 in Achieving Successful Outcomes—
Field of Practice (N=698) 
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The importance of giving service users information and explanations about resources 
for successful outcomes was also explored in relation to the practice position of the 
participants. Tables 21 and 22 below detail the results. Statistical analysis (two-sided SPSS 
Exact test) confirmed that the relationship between the importance of this task for successful 
outcomes and the respondent’s practice position was significant (p<0.01).  
Of those in direct social work positions, 100% of probation officers indicated that they 
considered this task very important while 100% of advocates, 92.31% of whanau and iwi 
workers and 91.67% of community workers considered it very important or one of the most 
important tasks that they undertook. Just a quarter (25%) of residential social workers 
considered it of only some importance in their normal work routines. 
 
Table 21. Cross-Tabulation: The Importance of Task 2 in Achieving Successful Outcomes—







Important  Very 
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Of the participants who came from indirect practice positions, 84.21% of advisors and 
policy developers and 81.82% of external professional supervisors considered this task either 
very important or one of the most important that they undertook. It is of note that advisors and 
policy developers were also the group with the highest percentage (10.52%) who considered 
the task of very little or only some importance. 
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Table 22. Cross-Tabulation: The Importance of Task 2 in Achieving Successful Outcomes—







Important  Very 
important 































































































































Developing knowledge and skills for this task 
Participants indicated that they developed the skills and knowledge for this task by a 
variety of means which were not mutually exclusive. Findings showed that 79.1% were self-
taught through experience in their role, 70.7% gained their skills through internal agency 
training, supervision and networking, 52.3% through their professional social work 
qualification (alongside other means) and 30.7% through attending external courses. Only 
2.8% of participants gained their knowledge and skills through other qualifications and only 
4.2% solely through their professional social work qualification. 
Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who engaged in this task, 94.13% indicated that they have a social 
work qualification. Of this group, 21.42% considered that they were not prepared at all or had 
a very low level of preparation for this task at the end of their qualifying course of study, 43% 




Task 3: I advise service users about their rights and responsibilities in their current 
situation. 
The frequency with which this task is undertaken 
Whilst only 25% of those who responded to this question indicated that they advised 
service users about their rights and responsibilities on a daily basis, 85.03% indicated that 
they do this at least once a week. Iwi and Māori social services stood out, with 81.81% of 
those practising in this field reporting that they undertook the task daily or several times a 
week. The next closest field of practice was DHB general social work with 70.99%. At the 
other end of the range, only 30% of those practising social work in schools and 42.3% of 
social work lecturers and trainers undertook this task more often than weekly. The 
relationship between the frequency with which this task is undertaken and the respondent’s 
field of practice was statistically significant (p<0.01, SPSS Exact test). 
 
Table 23. Cross-Tabulation: The Frequency With Which Task 3 is Undertaken—Field of Practice 
(N=688) 
 
Field of practice 
 
Daily Several 
times a week 



























































































































































































  p<0.01 
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Tables 24 and 25 below show the comparative frequency with which participants in 
different social work positions engaged in the task. Again, statistical analysis (two-sided 
SPSS Exact Test) confirmed that the relationship between the frequency with which this task 
was undertaken and the respondent’s practice position was significant (p˂0.001). 
Of those in direct practice, 88.96% advised service users about their rights and 
responsibilities at least weekly (Table 24). Only 11.05% indicated that they undertook this 
task monthly or even less frequently. The biggest groups undertaking the task several times a 
week or more were the advocates (100%) and residential social workers (80%), with 
community workers (75%) not far behind. Interestingly, 71.88% of counsellors and therapists 
also indicated that they undertook this task daily or several times a week. 
 
Table 24. Cross-Tabulation: The Frequency With Which Task 3 is Undertaken—Direct Social 
Work Position (N=507) 
 
Job title 
Daily Several times 
a week 































































































































































Of those in indirect practice positions, 72.19% engaged in advising service users about 
their rights and responsibilities at least weekly while 27.82% carried out this task only once a 
month or less. Social work lecturers and professional educators had the lowest number of 
practitioners carrying out the task several times a week or more (28.57%). All other groups 
classed as indirect practitioners had at least 43% engaging in the task daily or several times a 
week. 
 
Table 25. Cross-Tabulation: The Frequency With Which Task 3 is Undertaken—Indirect Practice 








































































































































The importance of the task in achieving successful outcomes for service users 
Of the 690 participants who undertook this task in their normal practice, 82.61% 
indicated that they considered it very important or one of the most important tasks for 
achieving successful outcomes for service users. Those practising in the fields of Iwi and 
Māori social services and DHB mental health services had the highest numbers in this group 
(90.9% and 89.58% respectively). Only 0.43% of all the participants considered the task of 
advising service users about their rights and responsibilities of very little importance. 
 
Table 26. Cross-Tabulation: The Importance of Task 3 in Achieving Successful Outcomes—
Field of Practice (N=690) 
 






Important  Very 
important 

















































 14 (2.03%) 
 








































































































































Tables 27 and 28 show the responses to this question split by social work position. 
Table 27 gives the results for those in direct practice social work. Overall 75% of those in 
direct practice considered this task to be very important or one of the most important for 
successful outcomes for service users. All residential social workers, advocates and 
community workers who responded to this question considered the task to be an important 
component of their practice. In fact, 100% of advocates and 91.67% of community workers 
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indicated that they considered this task to be very important or one of the most important in 
their everyday work. In contrast, only 40% of private practitioners fell into this category. 
 
Table 27. Cross-Tabulation: The Importance of Task 3 in Achieving Successful Outcomes—







Important  Very 
important 





























































































































































Table 28 shows the response to this question from those in indirect practice and those 
who did not give the details of their current social work position. Overall, 70.59% considered 
that advising service users about their rights and responsibilities was very important or one of 
the most important components of their everyday practice. Interestingly, only 52.38% of 
social work lecturers or trainers considered this task to be very important or one of those most 
important in their normal practice. 
 
Table 28. Cross-Tabulation: The Importance of Task 3 in Achieving Successful Outcomes—







Important  Very 
important 






























































































































Developing knowledge and skills for this task 
Participants indicated that they developed the skills and knowledge for this task by a 
variety of means which were not mutually exclusive. Findings showed that 73% gained their 
skills through internal agency training, supervision and networking, 68% were self-taught, 
57.3% developed their skills and knowledge through their professional social work 
qualification (alongside other means) and 26.2% through attending external courses. Only 
3.9% indicated that they gained their knowledge and skills solely through their professional 
social work qualification. 
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Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the 651 social workers who responded to this question, 17.51% indicated that the 
level of preparation for the task of advising service users about their rights and responsibilities 
was nil or low on completion of their qualifying course of study, 44.09% thought that their 





Task 4: I provide opportunities for service users to reflect on their life experiences and 
plan for change.  
 
The frequency with which this task is undertaken 
Table 29 below shows that 65.93% of those who responded to this question performed 
the task daily or several times a week and a further 22.37% indicated that they undertook it on 
a weekly basis. Those working in the field of social work professional education and training 
were the group most frequently undertaking this task (76% at least several times a week), 
followed by those in community-based mental health and alcohol and other drug services 
(71.43%). These two fields of practice also had the greatest percentage of social workers who 
only undertook the task once or month or even less frequently—16% of those in professional 
social work education and training and 14.29% of those in community-based mental health 
and alcohol and other drug services. 
 
Table 29. Cross-Tabulation: The Frequency With Which Task 4 is Undertaken—Field of Practice 
(N=675) 
 
Field of practice 
 
Daily Several times 
a week 





























































































































































































Tables 30 and 31 below show the responses to the same question broken down by social work 
position. The relationship between the frequency with which this task was undertaken and the 
respondent’s practice position was statistically significant (p˂0.001, SPSS Exact Test). 
Of the social workers in direct practice, 92.43% undertook the task of providing 
service users with opportunities to reflect on their life experiences and plan for change at least 
weekly. This included 100% of residential social workers, private practitioners, counsellors 
and clinicians, probation officers, and advocates. 
 
Table 30. Cross-Tabulation: The Frequency With Which Task 4 is Undertaken—Direct Social 
Work Position (N=503) 
 
Job title 
Daily Several times 
a week 






























































































































































Fewer of those in indirect practice positions undertook this task on a weekly or more 
frequent basis. Those with the highest frequencies in this group included 85% of professional 
social work educators and trainers and 82.75% of team or professional leaders. Just 61.76% of 
managers engaged in this task at least weekly and 38.23% of them did so only once or month 
or even less. 
 
Table 31. Cross-Tabulation: The Frequency With Which Task 4 is Undertaken—Indirect Practice 










































































































































The importance of the task in achieving successful outcomes for service users 
Table 32 shows that 97.63% of the participants who responded to this question 
indicated that they consider the task of providing opportunities for service users to reflect on 
their life experiences and plan for change as important, very important, or one of the most 
important tasks they undertook for achieving successful outcomes. A substantial 92.85% of 
those working in the field of community-based mental health and alcohol and other drug 
services and 90.9% of those in Iwi and Māori services considered this task very important or 
one of the most important that they engaged in. Only 2.36% overall considered this task of 
only some or very little importance.  
 
Table 32. The Importance of Task 4 in Achieving Successful Outcomes—Field of Practice 
(N=677) 
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important 





























































































































































































Tables 33 and 34 show the responses to this question split by social work position. 
Table 33 gives the results for those in direct practice social work. Of these participants, 
98.02% considered this task important, very important, or one of the most important in 
achieving successful outcomes for service users. All 100% of probation officers, advocates, 
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and Iwi and Māori social service workers considered the task very important or one of the 
most important. 
 
Table 33. Cross-Tabulation: The Importance of Task 4 in Achieving Successful Outcomes—







Important  Very 
important 





























































































































































Table 34 shows that those in indirect practice positions also considered this a key task, 
with 96.45% indicating that providing opportunities for reflection and planning for change 
was important, very important, or one of the most important tasks they undertook for 
successful outcomes with service users. 
Social work lecturers, professional educators, and trainers were the least likely to 
consider it very important or one of the most important tasks they undertook for successful 
outcomes (68.43%). This was in contrast with external professional supervisors of whom 
90.72% considered the task very important or one of the most important (90.72%). 
 
Table 34. Cross-Tabulation: The Importance of Task 4 in Achieving Successful Outcomes—
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important 































































































































Developing knowledge and skills for this task 
Participants indicated that they developed the skills and knowledge for this task by a 
variety of means which were again not mutually exclusive. Findings showed that 73.2% were 
self-taught through experience in their role, 60.7% gained their skills through internal agency 
training, supervision and networking, 65.2% through their professional social work 
qualification (alongside other means) and 37.9% through attending external courses. Only 




Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who undertook this task, 94.09% indicated that they have a social 
work qualification. Of this group, 15.22% considered that they were not prepared at all or had 
a very low level of preparation for this task at the end of their qualifying course of study, 
36.73% considered they were adequately prepared, and 48.03% that they were highly 
prepared or better. 
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Task 5: I work with service users to overcome anxiety which might prevent them from 
learning new ways of approaching life or dealing with problems. 
 
The frequency with which this task is undertaken 
Table 35 shows that 82.75% of participants undertook the task at least weekly and 
24.05% daily with service users. Those in the field of community-based mental health and 
alcohol and other drug services engaged in working with service users to overcome fear and 
anxiety most frequently (74.07%). In contrast, general community-based social service was 
the field of practice where the task was least likely to be undertaken more than weekly 
(49.14%). Social work professional educators and trainers worked with their service users to 
overcome fear and anxiety least frequently, with 33.34% engaging in the task only once a 
month or even less. Statistical analysis (two-sided SPSS Exact Test) confirmed that the 
relationship between the frequency with which this task was undertaken and the respondent’s 
field of practice was significant (p<0.01). 
Table 35. Cross-Tabulation: The Frequency With Which Task 5 is Undertaken—Field Of 
Practice (N=661) 
 
Field of practice 
 
Daily Several 
times a week 













































































































































Social Work professional 














































Table 36 shows the frequency with which the task was undertaken across the range of 
direct practice social work positions. Of this group, 85.57% engaged in this task at least 
weekly. All residential social workers worked with service users to overcome their fear and 
anxiety at least several times a week, but only 50% of advocates, probation officers, and 
private practitioners did so. However, no probation officers, counsellors, or therapists 
undertook the task less than weekly. 
 
Table 36. Cross-Tabulation: The Frequency With Which Task 5 is Undertaken—Direct Social 
Work Position (N=499) 
 
Job title 
Daily Several times 
a week 































































































































































Fewer social workers in indirect practice positions undertook the task at least weekly 
(70.59%). External professional supervisors indicated that they worked at least several times a 
week with service users to overcome fear and anxiety preventing them from learning 
(81.82%). In contrast, 31.25% of managers and 41.18% of lecturers and professional 
educators only engaged in this task once a month or even less frequently. Statistical analysis 
(two-sided SPSS Exact Test) confirmed that the relationship between the frequency with 
which this task is undertaken and the respondent’s field of practice was significant (p<0.01).  
 
Table 37. Cross-Tabulation: The Frequency With Which Task 5 is Undertaken—Indirect Practice 








































































































































The importance of the task in achieving successful outcomes for service users 
Table 38 shows that just 5.12% of the social workers who responded to this question 
indicated that they consider the task of only some or very little importance in achieving 
successful outcomes for their service users. This means that, overall, 94.88% did consider it 
important, very important, or one of the most important tasks that they engage in. This figure 
includes all social workers in the fields of social work in schools, justice, Iwi and Māori social 
services and community-based mental health, alcohol and other drug services. 
The relationship between the importance of the task in achieving successful outcomes 
and the respondent’s field of practice was found to be statistically significant (p<0.05, SPSS 
Exact Test). 
 
Table 38. The Importance of Task 5 in Achieving Successful Outcomes—Field Of Practice 
(N=664) 
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important 




























































































































































































Table 39 shows the differences in the perceptions of participants from a range of direct 
social work practice positions of the importance of the task in achieving successful outcomes. 
Only 0.2% of this group of participants considered the task of very little importance while 
95.2% considered it important, very important, or one of the most important tasks that they 
undertook. This included residential social workers (100%) and counsellors and therapists 
(100%). 
 
Table 39. Cross-Tabulation: The Importance of Task 5 in Achieving Successful Outcomes—







Important  Very 
important 





























































































































































Table 40 shows the perceptions of the importance of this task for those in indirect 
practice positions who indicated that they undertook it as part of their day to day work. 
Overall 93.47% of this group considered working with service users to overcome fear and 
anxiety as important, very important, or one of their most important tasks for achieving 
successful outcomes. This figure included 100% of managers. 
An SPSS Exact Test of statistical significance showed that the relationship between 
the importance of this task in achieving successful outcomes for service users and the 
respondent’s practice position was significant (p<0.01). 
 
Table 40. Cross-Tabulation: The Importance of Task 5 in Achieving Successful Outcomes—







Important  Very 
important 































































































































Developing knowledge and skills for this task 
Participants indicated that they developed the skills and knowledge for this task by a 
variety of means which were not mutually exclusive. Findings showed that 72.4% were self-
taught through experience in their role, 60.7% gained their skills through internal agency 
training, supervision and networking, 58.1% through their professional social work 
qualification (alongside other means) and 39.1% through attending external courses. Only 




Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who indicated that they undertake this task as part of their usual 
practice, 93.24% indicated that they have a social work qualification. Of this group almost a 
quarter (24.96%) considered that they were not prepared at all or had a very low level of 
preparation for this task at the end of their qualifying course of study, 38.49% considered they 




Task 6: I assist service users to explore and discover potential choices available to them. 
 
The frequency with which this task is undertaken 
Table 41 shows that assisting service users to explore and discover potential choices 
available to them is a task that was undertaken at least weekly by 89.62% of those who 
responded to this question. This included all the probation officers. The field of practice 
within which the greatest number of participants engaged in this task daily or several times a 
week was community-based mental health and alcohol and other services (75%), closely 
followed by DHB generalist social work (74.8%) and private practice (73.53%). Social work 
professional education and training was the field with the smallest number of participants 
performing the task daily or several times a week (42.3%). The relationship between the 
frequency with which this task was undertaken and the respondent’s field of practice was 
statistically significant (p<0.01, SPSS Exact Test). 
Table 41. Cross-Tabulation: The Frequency With Which Task 6 is Undertaken—Field of Practice 
(N=684) 
 
Field of practice 
 
Daily Several 
times a week 













































































































































Social Work professional 













































Table 42 shows the frequency with which participants in direct client focused practice 
undertook the task. Overall 92.94% of this group of participants engaged in assisting service 
users to explore and discover choices available to them at least weekly. This included all 
probation officers. All advocates and residential social workers and 94.11% of counsellors 
and clinicians undertook the task at least several times a week. 
 
Table 42. Cross-Tabulation: The Frequency With Which Task 6 is Undertaken—Direct Social 
Work Position (N=510) 
 
Job title 
Daily Several times 
a week 































































































































































Table 43 shows that 77.23% of participants in indirect practice positions undertook the 
task at least weekly. Of this group, external professional supervisors stood out with 90.91% 
assisting their service users at least several times a week to explore choices available to them. 
At the other end of the scale, only 28.57% lecturers, tutors and professional educators 
engaged in the task this frequently and 33.34% undertook it only once a month or even less. 
Again, statistical analysis (two-sided SPSS Exact Test) confirmed that the relationship 
between the frequency with which this task was undertaken and the respondent’s practice 
position was significant (p ˂ 0.001). 
 
Table 43. Cross-Tabulation: The Frequency With Which Task 6 is Undertaken—Indirect Practice 








































































































































The importance of the task in achieving successful outcomes for service users 
Table 44 shows that 97.22% overall and 100% of participants working in the fields of 
social work in schools, Iwi and Māori social services, and both DHB and community-based 
mental health and alcohol and other drug services considered the task important, very 
important, or one of the most important that they undertook for achieving successful 
outcomes with their service users. Those in the field of social work professional education 
and training had the highest percentage of participants (11.54%) who considered the task of 
very little importance or only some importance. Statistical analysis (two-sided SPSS Exact 
Test) confirmed that the relationship between the importance of this task for successful 
outcomes and the respondent’s field of practice was significant (p<0.01). 
 
Table 44. Cross-Tabulation: The Importance of Task 6 in Achieving Successful Outcomes—
Field of Practice (N=685) 
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Social Work professional 













































In Table 45 it can be seen that of the participants working in direct client practice 
positions, 100% of all groups except social workers (97.84%) and coordinators (98.24%) 
considered the task important, very important, or one of the most important that they 
undertook with service users for achieving successful outcomes.  
 
Table 45. Cross-Tabulation: The Importance of Task 6 in Achieving Successful Outcomes—
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Table 46 shows that the task was also highly regarded by social workers in indirect 
practice positions with 93.79% considering it important, very important, or one of the most 
important tasks that they undertake for achieving successful outcomes with their service users. 
All external professional supervisors considered it very important or one of the most 
important that they engaged in. Statistical analysis (two-sided SPSS Exact Test) confirmed 
that the relationship between the importance of this task for successful outcomes and the 
respondent’s practice position is significant (p˂0.01). 
 
Table 46. Cross-Tabulation: The Importance of Task 6 in Achieving Successful Outcomes—
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Developing knowledge and skills for this task 
Participants indicated that they developed the skills and knowledge for this task by a 
variety of means which were not mutually exclusive. Findings showed that 75% were self-
taught through experience in their role, 66.3% gained their skills through internal agency 
training, supervision and networking, 59.9% through their professional social work 
qualification (alongside other means) and 35.2% through attending external courses. Only 





Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who engaged in this task, 93.73% indicated that they have a social 
work qualification. Of this group, 19.44% considered that they were not prepared at all or had 
a very low level of preparation for this task at the end of their qualifying course of study, 
41.67% considered they were adequately prepared, and 38.88% that they were highly 
prepared or better. 
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Task 7: I work with service users to develop openness to alternative points of view 
and/or options. 
 
The frequency with which this task is undertaken 
Table 47 below shows that across the fields of practice, 83.79% of participants who 
undertook the task did so at least weekly. This included 100% of those working in justice. 
Social workers in schools engage in the task least frequently with 33.33% of this group 
working with service users to develop openness to alternative points of view or options just 
once a month or less. 
 
Table 47. Cross-Tabulation: The Frequency With Which Task 7 is Undertaken—Field of Practice 
(N=679) 
 
Field of practice 
 
Daily Several 
times a week 






























































































































































































When considering the frequency with which the task was undertaken by social 
workers across the range of direct practice positions, it can be seen that 85.43% engaged in it 
at least weekly. All residential social workers and 79.41% of counsellors and clinicians 
worked with service users to help them develop openness to alternative points of view and 
options at least several times a week (Table 48). The table also shows that 50% of advocates 
and 28.58% of Iwi and whānau workers undertook the task once a month or less.  
 
Table 48. Cross-Tabulation: The Frequency With Which Task 7 is Undertaken—Direct Social 
Work Position (N=508) 
 
Job title 
Daily Several times 
a week 































































































































































As can be seen in Table 49 below, 79.02% of participants in indirect practice positions 
undertook the task at least weekly. This included 84.2% of lecturers and social work 
professional educators. Of external professional supervisors, 82% engaged in the task at least 
several times a week while managers engaged in it least frequently with just 35.3% working 
with their service users to develop openness to alternative points of view and options once a 
month or less. 
The SPSS Exact test confirmed that the relationship between the frequency with which 
the task is undertaken and the respondent’s practice position was of statistical significance 
(p˂0.01). 
 
Table 49. Cross-Tabulation: The Frequency With Which Task 7 is Undertaken—Indirect Practice 




































































































































 p˂0.01  
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The importance of the task in achieving successful outcomes for service users 
Table 50 below shows that only 7.79% of participants considered this task of some 
importance or less and that 92.2% considered it important, very important, or one of the most 
important that they undertook for successful outcomes in their everyday practice. This 
included all of those in Iwi and Māori social service fields of practice. Of those in the field of 
professional social work education and training, 72% considered working with their service 
users to develop openness to alternative points of view very important or one of the most 
important tasks that they undertook. Other fields of practice had lower percentages of 
responses at this level, including DHB and community mental health and alcohol and other 
drug services (61.28% and 64.29% respectively). 
 
Table 50. Cross-Tabulation: The Importance of Task 7 in Achieving Successful Outcomes—
Field of Practice 
 






Important  Very 
important 





























































































































































































In Table 51 it can be seen that 91.74% of participants in direct practice positions 
considered this task to be important, very important, or one of the most important that they 
undertook for successful outcomes with their service users. This included 100% of residential 
social workers, counsellors and clinicians, advocates, and private practitioners. Only 8.27% 
overall considered it of very little or only some importance. 
 
Table 51. Cross-Tabulation: The Importance of Task 7 in Achieving Successful Outcomes—
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Table 52 shows that even fewer (just 4.86%) of participants in indirect practice 
positions considered the task of only some importance and none at all considered it of very 
little importance. Of the lecturers, tutors, and professional educators, 36.84% viewed it as one 
of the most important tasks they undertook for successful outcomes with their service users. 
The next closest group was external professional supervisors with 18.18%. 
 
Table 52. Cross-Tabulation: The Importance of Task 7 in Achieving Successful Outcomes—
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Developing knowledge and skills for this task 
Participants indicated that again they developed the skills and knowledge for this task 
by a variety of means which were not mutually exclusive. Findings showed that 75.9% were 
self-taught through experience in their role, 57.8% through their professional social work 
qualification (alongside other means), 57.6% gained their skills through internal agency 
training, supervision and networking, and 32.5% through attending external courses. Only 
6.1% reported that they gained their knowledge and skills solely through their professional 
social work qualification. 
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Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who indicated that they undertake this task, 94.42% reported that 
they have a social work qualification. Of this group, 21.93% considered that they were not 
prepared at all or had a very low level of preparation for this task at the end of their qualifying 
course of study, 44.79% considered they were adequately prepared, and 33.28% that they 
were highly prepared or better. 
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Task 8: I work with service users to assist them in developing their ability to assess 
options and differing viewpoints. 
 
The frequency with which this task is undertaken 
This task was undertaken at least weekly by 83.37% of the participants who responded 
to this question. Once again this included all of those working in the fields of justice and Iwi 
and Māori social services. Of those in practice in community-based mental health and alcohol 
and other drug services, 38.46% engaged in assisting their service users to develop their 
ability to assess options and viewpoints once a month or less. Other fields of practice such as 
Child, Youth and Family and the Ministry of Social Development and DHB mental health and 
alcohol and other drug services had less than half this number of social workers carrying out 
the task so infrequently (17.4% and 15.79% respectively).  
 
Table 53. Cross-Tabulation: The Frequency With Which Task 8 is Undertaken—Field of Practice 
(N=662) 
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Table 54 shows the relative frequency with which the task was undertaken by 
participants in direct practice social work positions. It can be seen that 84.56% of this group 
overall, and 100% of advocates, undertook the task at least weekly. All residential social 
workers engaged with their service users in developing their ability to assess options and 
viewpoints several times a week or more often. Of the counsellors and clinicians, only 3.13% 
undertook the task less than weekly. 
 
Table 54. Cross-Tabulation: The Frequency With Which Task 8 is Undertaken—Direct Social 
Work Position (N=492) 
 
Job title 
Daily Several times 
a week 





























































































































































The relative frequency with which the task was undertaken by participants in indirect 
practice positions is shown in Table 55 below. Overall, 79.85% engaged in assisting service 
users in developing their ability to assess options objectively at least weekly, but 27.27% of 
external supervisors and 26.67% of managers engaged in this task only once a month or even 
less.  
 
Table 55. Cross-Tabulation: The Frequency With Which Task 8 is Undertaken—Indirect Practice 








































































































































The importance of the task in achieving successful outcomes for service users 
Table 56 shows that across the fields of practice, 90.18% of participants considered 
the task important, very important, or one of the most important that they undertook in their 
practice. This included 100% of social workers in schools and all but 4% of those in social 
work professional education and training. 
 
Table 56. The Importance of Task 8 in Achieving Successful Outcomes—Field of Practice 
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It can be seen in Table 57 below that 100% of residential social workers, probation 
officers and advocates and 90.28% of participants in direct practice positions overall who 
undertook this task considered it important, very important, or one of the most important in 
their normal work routine. In fact, a quarter (25%) of counsellors and clinicians and advocates 
considered this task one of the most important they engaged in. Private practitioners stood out 
as the group with the greatest percentage (20%) who considered the task of very little or only 
some importance. 
 
Table 57. Cross-Tabulation: The Importance of Task 8 in Achieving Successful Outcomes—
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Table 58 shows that for this task, a slightly greater number of participants in indirect 
practice (90.85%) considered it important, very important, or one of the most important. This 
includes 100% of lecturers and professional educators and 96.66% of managers. 
 
Table 58. Cross-Tabulation: The Importance of Task 8 in Achieving Successful Outcomes—
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Developing knowledge and skills for this task 
Participants indicated that they developed the skills and knowledge for this task by a 
variety of means which were not mutually exclusive. Findings showed that 72.7% were self-
taught, 59.1% gained their skills through internal agency training, supervision and 
networking, 57.8% through their professional social work qualification (alongside other 
means) and 31.1% through attending external courses. Only 6.1% indicated they gained their 




Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who undertake this task, 93.65% indicated that they have a social 
work qualification. Of this group, 22.74% considered that they were not prepared at all or had 
a very low level of preparation for this task at the end of their qualifying course of study, 
42.42% considered they were adequately prepared, and 34.84% that they were highly 
prepared or better. 
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Task 9: I work with service users to develop their own unique blend of skills, knowledge 
and ways of thinking so they can successfully deal with their changing life situations. 
 
The frequency with which this task is undertaken 
Table 59 shows that the field of private practice had the highest percentage of 
participants (96.89%) undertaking the task weekly or more frequently. This compared with 
86.04% across the whole sample. Within Child, Youth and Family and MSD 28.78% only 
undertook the task once a month or less. This compared with 13.96% across all the fields of 
practice. The relationship between the frequency with which this task was undertaken and the 
respondent’s field of practice was statistically significant (p˂0.05, SPSS Exact Test). 
 
Table 59. Cross-Tabulation: The Frequency With Which Task 9 is Undertaken—Field of Practice 
(N=659) 
 




































































































































































































In Table 60 it can be seen that in five of the nine direct practice social work positions, 
100% of participants undertook this task at least weekly. Across all the direct practice 
positions this figure was 89.84%. Counsellors and clinicians were the group with the highest 
percentage engaging in the task several times a week or more (90.9%). Community workers 
and coordinators had the highest percentages of participants (16.66% and 14.82% 
respectively) who assisted service users to develop their own unique blend of skills, 
knowledge, and ways of thinking only once a month or less. 
 
Table 60. Cross-Tabulation: The Frequency With Which Task 9  is Undertaken—Direct Social 
Work Position (N=492) 
 
Job title 
Daily Several times 
a week 































































































































































In Table 61 it can be seen that overall participants in indirect practice positions had a 
lower percentage (74.09%) carrying out this task at least weekly than those in direct practice 
positions. Lecturers and professional educators were closest in percentages to the direct 
practice social workers with 85%. However, 35.48% of supervisors within agencies and 
32.14% of team and professional leaders only engaged in this task once a month or less. The 
relationship between the frequency with which this task was undertaken and the respondent’s 
practice position was also statistically significant (p˂0.001, SPSS Exact Test). 
 
Table 61. Cross-Tabulation: The Frequency With Which Task 9 is Undertaken—Indirect Practice 








































































































































The importance of the task in achieving successful outcomes for service users 
In Table 62 below it can be seen that 100% of those participants working in the fields 
of social work in schools, Iwi and Māori social services, community-based mental health and 
alcohol and other drug services, and social work professional education and training 
considered this task to be important, very important, or one of the most important they 
undertook. This compared with 95.02% across all the fields of practice. Of those in 
community-based mental health and alcohol and other drug services, a third (33.33%) 
considered assisting service users to develop their own unique blends of skills, knowledge and 
ways of thinking one of the most important tasks they undertook in their practice. Statistical 
analysis (two-sided SPSS Exact Test) confirmed that the relationship between the importance 
of this task for successful outcomes and the respondent’s field of practice was significant 
(p˂0.01). 
 
Table 62. Cross-Tabulation: The Importance of Task 9 inAchieving Successful Outcomes—
Field of Practice (N=662) 
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important 












































































































































Social Work professional 













































Table 63 shows that in five out of nine of the direct practice social work positions, 
100% of participants considered this task important, very important, or one of the most 
important they engaged in for achieving successful outcomes. In fact, over half (57.58%) of 
counsellors and clinicians considered it one of the most important of the range of tasks they 
engaged in in their practice. Only one social worker out of the 492 participants who 
responded to this question indicated that they considered the task of assisting service users to 
develop their own unique blend of skills, knowledge, and ways of thinking of very little 
importance in working toward successful outcomes. 
 
Table 63. Cross-Tabulation: The Importance of Task 9 in Achieving Successful Outcomes—
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important 





























































































































































In Table 64 it can be seen that 92.59% of participants in indirect practice positions 
also consider this task important, very important, or one of the most important they undertake. 
None of this group indicated that they consider it of very little importance in achieving 
successful outcomes with service users.  
The relationship between the importance of this task for successful outcomes and the 
respondent’s practice position was statistically significant (p˂0.05, SPSS Exact Test).  
 
Table 64. Cross-Tabulation: The Importance of Task 9 in Achieving Successful Outcomes—







Important  Very 
important 
































































































































Developing knowledge and skills for this task 
Participants once again indicated that they developed the skills and knowledge for this 
task by a variety of means which were not mutually exclusive. Findings showed that 76% 
were self-taught through experience in their role, 62.1% gained their skills through their 
professional social work qualification (alongside other means), 59.4% through internal agency 
training, supervision and networking, and 39.3% through attending external courses. Only 
4.6% reported that they had gained their knowledge and skills solely through their 




Perception of the level of preparation for this task on completion of the qualifying 
course of study 
There were 625 participants undertaking this task who indicated that they have a social 
work qualification. Of this group, 21.28% considered that they were not prepared at all or had 
a very low level of preparation for this task at the end of their qualifying course of study, 
39.84% considered they were adequately prepared, and 38.88% that they were highly 
prepared or better. 
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Task 10: I teach service users techniques for solving problems. 
 
The frequency with which this task is undertaken 
In Table 65 below it can be seen that 79.21% of participants across all the fields of 
practice engaged in the task weekly or more frequently. Of those working in justice (including 
Police, Corrections, and the Ministry of Justice), 71.42% taught service users techniques for 
solving problems daily or several times a week. The two fields of practice with the highest 
number of participants undertaking the task only once a month or less were social workers in 
schools and those employed in Child, Youth and Family or MSD (33.33% and 29.92% 
respectively). 
 
Table 65. Cross-Tabulation: The Frequency With Which Task 10 is Undertaken—Field of 
Practice (N=630) 
 




































































































































































































Table 66 shows that 100% of residential social workers taught service users 
techniques for solving problems several times a week or more while overall, 81.3% of direct 
practice social workers engaged in this task at least weekly. The task was only occasionally 
undertaken by 33.33% of the advocates. 
 
Table 66. Cross-Tabulation: The Frequency With Which Task 10 is Undertaken—Direct Social 
Work Position (N=476) 
 
Job title 
Daily Several times 
a week 































































































































































In Table 67 it can be seen that 76.92% of participants in indirect practice positions 
undertook the task at least weekly while 81.82% of external professional supervisors 
undertook it several times a week or more. Managers and supervisors within agencies taught 
their service users techniques for solving problems the least frequently of the indirect 
practitioners with 37.93% and 40.74% respectively engaging in the task just once a month or 
less. The SPSS Exact Test confirmed that the relationship between the frequency with which 
the task is undertaken and the respondent’s practice position was statistically significant 
(p<0.05). 
 
Table 67. Cross-Tabulation: The Frequency With Which Task 10 is Undertaken—Indirect 








































































































































The importance of the task in achieving successful outcomes for service users 
Table 68 below shows that of the 628 participants who indicated that they undertook 
this task, 100% of those working in the justice field and 100% of those in community-based 
mental health and alcohol and other drug services consider this task to be important, very 
important, or one of the most important they undertook for successful outcomes with their 
service users. This compared to 91.71% across all the fields of practice. The task was 
considered one of the most important for successful outcomes undertaken by 45.45% of 
participants in Iwi and Māori social services. The relationship between achieving successful 
outcomes and field of practice was statistically significant (p˂0.001, SPSS Exact Test). 
 
Table 68. Cross-Tabulation: The Importance of Task 10 in Achieving Successful Outcomes—
Field of Practice (N=628) 
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important 




























































































































































































Table 69 below shows that all (100%) of residential social workers, whānau and iwi 
workers and probation officers considered teaching service users techniques for solving 
problems important, very important, or one of the most important tasks they undertook for 
successful outcomes. Across all direct practice positions, this figure was 91.18%. However, 
33.33% of advocates and 22.22% of private practitioners considered the task of only some 
importance. 
 
Table 69. Cross-Tabulation: The Importance of Task 10 in Achieving Successful Outcomes—
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Table 70 below shows that a greater number (93.71%) of participants in indirect 
practice than direct practice positions considered the task important, very important, or one of 
the most important they undertook for successful outcomes with their service users. Teaching 
service users techniques for solving problems was considered one of the most important tasks 
they engaged in by 45.45% of external professional supervisors. 
 
Table 70. Cross-Tabulation: The Importance of Task 10 in Achieving Successful Outcomes—







Important  Very 
important 































































































































Developing knowledge and skills for this task 
Participants indicated that they developed the skills and knowledge for this task, as 
with others, by a variety of means which were not mutually exclusive. Findings showed that 
68% were self-taught through experience in their role, 57% gained their skills through their 
professional social work qualification (alongside other means), 56.4% through internal agency 
training, supervision and networking and 35% through attending external courses. No 
participants gained their knowledge and skills through other qualifications and only 5.7% 




Perception of the level of preparation for this task on completion of the qualifying 
course of study 
There were 595 participants who undertook this task and had a social work 
qualification. Of this group, 21.52% considered that they were not prepared at all or had a 
very low level of preparation for this task at the end of their qualifying course of study, 
42.52% considered they were adequately prepared, and 35.97% that they were highly 
prepared or better. 
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Task 11: I teach service users techniques to develop and use their own unique strengths. 
The frequency with which this task is undertaken 
In Table 71 it can be seen that 85.27% of participants across the fields of practice 
undertook this task as part of their routine practice at least weekly. Of those practising in 
community-based mental health and alcohol and other drug services, 69.23% taught service 
users techniques to develop and use their own unique strengths at least several times a week. 
In contrast, 24.58% of participants from Child, Youth and Family or MSD engaged in this 
task only once a month or less. 
 
Table 71. Cross-Tabulation: The Frequency With Which Task 11 is Undertaken—Field of 
Practice (N=638) 
 
Field of practice 
 
Daily Several times 
a week 
































































































































































































Table 72 below shows that 100% of residential social workers engaged in the task at 
least several times a week. All counsellors, clinicians and advocates and 87.14% of 
participants across direct practice positions taught service users to develop and use their 
unique strengths at least weekly. Coordinators had the highest number of participants who 
only undertook the task monthly or less (20.4%) compared with 12.87% across the range of 
direct practice positions. 
 
Table 72. Cross-Tabulation: The Frequency With Which Task 11 is Undertaken—Direct Social 
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Of those participants in indirect practice positions, a smaller number of 75.57% 
engaged in the task at least weekly. This included 90.9% of external professional supervisors, 
86.67% of advisors and policy developers and 83.33% of lecturers and professional educators. 
Supervisors within agencies undertook the task least frequently of the indirect practitioners 
with 34.49% teaching service users techniques to develop and use their unique strengths just 
once a month or less. The SPSS Exact Test confirmed that the relationship between the 
frequency with which the task was undertaken and the respondent’s practice position was of 
statistical significance (p<0.05). 
 
Table 73. Cross-Tabulation: The Frequency With Which Task 11 is Undertaken—Indirect 








































































































































The importance of the task in achieving successful outcomes for service users 
In Table 74 it can be seen that 100% of participants in seven of the eleven fields of 
practice considered this task important, very important, or one of the most important they 
engaged in for successful outcomes with service users. Of those working in the field of 
community-based mental health and alcohol and other drugs, over half (51.85%) considered 
teaching service users to develop and use their own unique strengths one of the most 
important tasks they undertook. Statistical analysis (two-sided SPSS Exact Test) confirmed 
that the relationship between the importance of this task for successful outcomes and the 
respondent’s field of practice was significant (p˂0.001). 
 
Table 74. Cross-Tabulation: The Importance of Task 11 in Achieving Successful Outcomes—
Field of Practice (N=633) 
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Table 75 shows that 94.77% of participants in direct practice positions considered the 
task important, very important, or one of the most important they undertook for successful 
outcomes with their service users. It can also be seen that 100% of residential social workers 
and advocates considered this task very important or one of the most important. This contrasts 
with probation officers, of whom just 33% considered teaching service users techniques for 
developing and using their own unique strengths as more than important for successful 
outcomes. 
 
Table 75. Cross-Tabulation: The Importance of Task 11 in Achieving Successful Outcomes—
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It can be seen in Table 76 that of those in indirect practice positions, a very similar 
number (93.89%) considered the task important, very important, or one of the most important 
for successful outcomes. While the findings are more evenly spread for this group of 
practitioners, lecturers and professional educators had the highest number of participants 
(83.34%) who considered the task very important or one of the most important. 
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Table 76. Cross-Tabulation: The Importance of Task 11 in Achieving Successful Outcomes—
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Developing knowledge and skills for this task 
Participants indicated that they developed the skills and knowledge for this task by a 
variety of means which were not mutually exclusive. Findings showed that 71% were self-
taught through experience in their role, 60.2% gained their skills through their professional 
social work qualification (alongside other means), 57.4% through internal agency training, 
supervision and networking and 37% through attending external courses. No participants 
gained their knowledge and skills through other qualifications and only 4.6% reported gaining 
them solely through their professional qualification. 
 
Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who undertook this task, 603 indicated that they have a social work 
qualification. Of this group, 19.57% considered that they were not prepared at all or had a 
very low level of preparation for this task at the end of their qualifying course of study, 39.3% 




Task 12: I work with service users to develop their knowledge and skills for ensuring the 
safety of vulnerable adults and/or children. 
 
The frequency with which this task is undertaken 
Table 77 below shows that 80.27% of the participants that undertook this task did so at 
least weekly. Of those working at Child Youth and Family/MSD, 70.75% worked with 
service users to ensure the safety of vulnerable adults or children several times a week or 
more. However, 45.46% of those working in community-based mental health and alcohol or 
other drug services only engaged in the task once a month or less. Statistical analysis (two-
sided SPSS Exact Test) confirmed that the relationship between the frequency with which this 
task is undertaken and the respondent’s field of practice was significant (p˂0.001). 
 
Table 77. Cross-Tabulation: The Frequency With Which Task 12 is Undertaken—Field of 
Practice (N=649) 
 
Field of practice 
 
Daily Several 
times a week 





























































































































































































In Table 78 below it can be seen that the task was undertaken by 81.86% of 
participants in direct practice positions at least weekly. As might be expected, all of those in 
advocate positions engaged in developing service users’ knowledge and skills for ensuring the 
safety of others several times a week or more. For counsellors and those in clinical positions, 
this task was one they also engaged in frequently, with 71.43% indicating that they undertook 
it daily or several times a week.  
 
Table 78. Cross-Tabulation: The Frequency With Which Task 12 is Undertaken—Direct Social 
Work Position (N=485) 
 
Job title 
Daily Several times 
a week 






























































































































































Overall fewer participants in indirect practice positions undertook the task at least 
weekly (74.29%). Table 79 below shows that of this group, supervisors (both within and 
external to agencies) engaged in the task most frequently. Over a third of managers (36.11%) 
and 33.34% of lecturers and professional educators undertook this task only monthly or even 
more infrequently.  
 
Table 79. Cross-Tabulation: The Frequency With Which Task 12 is Undertaken—Indirect 








































































































































The importance of the task in achieving successful outcomes for service users 
Table 80 below shows that 95.22% of participants who undertook this task considered 
it to be important, very important, or one of the most important that they engaged in for 
achieving successful outcomes with their service users. This included 100% of those in 
private practice. Of those working in schools, 90% considered the task very important or one 
of the most important tasks they undertook for successful outcomes. Statistical analysis (two-
sided SPSS Exact Test) confirmed that the relationship between the importance of this task 
for successful outcomes and the respondent’s field of practice was significant (p˂0.001). 
 
Table 80. The Importance of Task 12 in Achieving Successful Outcomes—Field of Practice 
(N=649) 
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Of the participants working in direct practice positions, 94.64% considered the task to 
be important, very important, or one of the most important for achieving successful outcomes 
with their service users. Table 81 below shows that this included all residential social 
workers, whānau and iwi workers, community workers, advocates and private practitioners. 
In fact, all advocates, half of the probation officers (50%) and nearly half (48.47%) of those in 
generalist social work positions considered it one of the most important tasks they undertook. 
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Of those in indirect practice positions only 2.86% indicated that they considered the 
task of only some importance and none indicated they considered it of very little importance. 
This means that 97.14% of this group considered working with service users to develop their 
knowledge and skills for ensuring the safety of vulnerable people important, very important, 
or one of the most important they undertake for achieving successful outcomes. 
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Table 82. The Importance of Task 12 in Achieving Successful Outcomes—Indirect Practice 
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Developing knowledge and skills for this task 
Consistent with the findings relating to the other educator tasks, participants indicated 
that they developed the skills and knowledge for this particular one by a variety of means 
which were not mutually exclusive. Findings showed that 71.2% gained their skills through 
internal agency training, supervision and networking while 70.7% reported they were self-
taught through experience, 62.8% gained their skills through their professional social work 
qualification (alongside other means) and 37.9% through attending external courses. Only 
4.4% reported that they had gained their skills solely through their professional qualification. 
 
Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who undertook this task, 84.6% identified that they hold a 
professional social work qualification. Of this group, 20% indicated they felt their level of 
preparation for the task on completing their qualification was nil or low, 39.18% considered 
they had an adequate level of preparation and 40.81% that they had reached a high or very 
high level of preparation. 
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Task 13: I raise public awareness about the adequacy and availability of policies and 
programmes for meeting service user needs. 
 
The frequency with which this task is undertaken 
As shown in the overview Table 83, this task has the highest number (22.6%) of 
participants who did not undertake it at all as part of their routine practice. Of those who did, 
just 37.21% did so weekly or more frequently. Participants from Child, Youth and Family or 
MSD were engaged in informing the public about policies and programmes most frequently, 
with 29.2% doing so daily or several times a week. For those working in justice, 85.72% 
indicated that they undertook the task only once or month or even less. 
 
Table 83. Cross-Tabulation: The Frequency With Which Task 13 is Undertaken—Field of 
Practice (N=551) 
 




































































































































































































Overall, only 36.14% of participants in direct practice positions engaged in raising 
public awareness about policies and programmes weekly or more frequently. Advocates stood 
out as being the group who, although small in numbers, most frequently undertook the task, 
with 66.67% doing so several times a week or more. Of those in coordination and private 
practice positions, 76.59% and 85.71% respectively carried out this task just once a month or 
less.  
 
Table 84. Cross-Tabulation: The Frequency With Which Task 13 is Undertaken—Direct Social 




































































































































































It can be seen in Table 85 below that, as with those in direct practice positions, those 
in indirect positions such as supervisors, team leaders and managers also undertook this task 
less frequently than the other tasks explored in this study as part of an educator role in social 
work. Just 40.31% engaged in the task weekly or more frequently. Supervisors within 
agencies engaged in the task least frequently, with 72% of that group undertaking it once a 
month or less. Of particular interest, 40% of advisors and policy developers and 61.91% of 
lecturers and professional educators engaged in raising public awareness about programmes 
and policies just once a month or even less. 
 
Table 85. Cross-Tabulation: The Frequency With Which Task 13 is Undertaken—Indirect 







































































































































The importance of the task in achieving successful outcomes for service users 
Whilst overall participants across the fields of practice undertook this task less 
frequently than others explored in the study, 83.42% still considered it important, very 
important, or one of the most important for achieving successful outcomes for their service 
users. Of those participants working in the field of social work professional education and 
training 81.82% considered it very important or one of the most important tasks they 
undertook, as did 70.83% of those in community-based mental health and alcohol and other 
drug services. 
 
Table 86. Cross-Tabulation: The Importance of Task 13 in Achieving Successful Outcomes—
Field of Practice 
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Following a similar pattern, 82.34% of participants in direct practice positions 
considered raising public awareness about policies and programmes important, very 
important, or one of the most important tasks they undertook in achieving successful 
outcomes for their service users. In Table 87 below it can be seen that this included 100% of 
residential social workers and community workers. Of those working as probation officers or 
in advocacy positions, 100% considered the task very important or one of the most important 
they undertook for successful outcomes. 
 
Table 87. Cross-Tabulation: The Importance of Task 13 in Achieving Successful Outcomes—
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Table 88 shows that 88.36% of those in indirect practice positions also considered the 
task important, very important, or one of the most important they undertook for achieving 
successful outcomes. Just 4.76% of lecturers or professional educators and 4.55% of team and 
professional leaders considered the task of very little importance. 
 
Table 88. Cross-Tabulation: The Importance of Task 13 in Achieving Successful Outcomes—
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Developing knowledge and skills for this task 
Once again participants indicated that they developed the skills and knowledge for this 
task by a variety of means which were not mutually exclusive. Findings showed that 56.7% 
were self-taught through experience in their role, 47.6% gained their skills through internal 
agency training, supervision and networking, 48% through their professional social work 
qualification (alongside other means) and 21.9% through attending external courses. 6.1% of 
participants indicated that they gained their knowledge and skills solely through their 
professional social work qualification. 
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Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of the participants who undertake this task, 93.64% indicated that they have a social 
work qualification. Of this group 22.53% considered that they were not prepared at all or had 
a very low level of preparation for this task at the end of their qualifying course of study, 





Task 14: I teach service users specific skills  
Of the participants who responded to the survey, 77.25% indicated that they undertook 
the task of teaching service users specific skills. Table 89 below shows the range of skills 
covered and the percentages of participants who engage in teaching each set. It can be seen 
that communication skills were taught by the highest number of participants (73.97%), 
followed by decision making (71.1%) and conflict resolution skills (69.3%). 
 
Table 89. Specific Skill Sets Taught As Part of Participants’ Practice (N=557) 
Skills taught    n   (%) 
Broad range social skills   358   64.27% 
Parenting skills    306   54.94% 
Behaviour management   381   68.4% 
Independent living    215   38.6% 
Communication skills   412   73.97% 
Living with disabilities   152   27.29% 
Conflict resolution    386   69.3% 
Budgeting    142   25.49% 
Decision making    396   71.1% 
Managing risk    373   66.97% 
Self-care     378   67.86% 
Caring for others    288   51.7% 





The frequency with which this task is undertaken 
Table 90 shows that 85.1% of participants engaged in teaching specific skills to 
service users at least weekly. This included all of those practising in schools and in the justice 
field. Of those working in community-based mental health and alcohol and other drug 
services, 80.96% taught skills at least several times a week. Participants from Child, Youth 
and Family and MSD indicated that 30.69% of that group only undertook this task once a 
month or even less. Statistical analysis (two-sided SPSS Exact Test) confirmed that the 
relationship between the frequency with which this task was undertaken and the respondent’s 
field of practice was significant (p<0.001). 
 
Table 90. Cross-Tabulation: The Frequency With Which Task 14 is Undertaken—Field of 
Practice (N=557) 
 
Field of practice 
 
Daily Several 
times a week 






























































































































































































Table 91 below shows that 86.34% of participants in direct practice positions engaged 
in teaching service users specific skills at least weekly. This included all probation officers, 
counsellors and clinicians and private practitioners. A third (33.33%) of the advocates and 
21.43% of whānau and iwi workers undertook this task once a month or less. 
 
Table 91. Cross-Tabulation: The Frequency With Which Task 14 is Undertaken—Direct Social 




































































































































































Teaching service users specific skills was undertaken at least weekly by 78.3% of 
those in indirect practice positions. Supervisors within agencies carried out the task least 
frequently with 27.78% only doing so once a month. The SPSS Exact Test confirmed that the 
relationship between the frequency with which the task was undertaken and the respondent’s 
practice position was of statistical significance (p<0.01). 
 
Table 92. Cross-Tabulation: The Frequency With Which Task 14 is Undertaken—Indirect 









































































































































The importance of the task in achieving successful outcomes for service users 
This task was considered more important than any other explored in the study in terms 
of achieving successful outcomes for service users by those for whom it is part of their 
practice. In Table 93 below it can be seen that 98.01% of participants considered teaching 
service users specific skills was important, very important, or one of the most important tasks 
that they engaged in. This included 100% of the participants from six of the eleven fields of 
practice. Of those in community-based mental health and alcohol and other drug services, 
40.9% indicated that this task was one of the most important they engaged in for successful 
outcomes. They were closely followed by those in general community-based services 
(37.82%). 
 
Table 93. The Importance of Task 14 in Achieving Successful Outcomes—Field of Practice 
(N=557) 
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It can be seen in Table 94 that 97.4% of participants in direct practice positions 
considered teaching specific skills important, very important, or one of the most important 
tasks they undertook for achieving successful outcomes with service users. All probation 
officers and 90% of those in counselling and clinical positions indicated that it was very 
important or one of their most important tasks. 
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important 






























































































































































All of those in indirect social work positions who undertake this task as part of their 
practice considered it important, very important, or one of the most important they engaged 
in. In Table 95 below it can be seen that 94.44% of supervisors within agencies and 90% of 
lecturers and professional educators considered it very important or one of the most important 
they undertook for achieving successful outcomes. 
 
Table 95. Cross-Tabulation: The Importance of Task 14 in Achieving Successful Outcomes—
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Developing knowledge and skills for this task 
Once again participants indicated that they developed the skills and knowledge for this 
task by a variety of means which were not mutually exclusive. Findings showed that 67% 
were self-taught through experience, 59.6% gained their skills through internal agency 
training, supervision and networking, 52.4% through their professional social work 
qualification (alongside other means) and 39.8% through attending external courses. Just 




Perception of the level of preparation for this task on completion of the qualifying 
course of study 
Of those who engage in teaching service users specific skills as part of their practice, 
93.89% indicated that they have professional social work qualifications. For 24.09% the level 
of preparation for this task was nil or very low at the end of their course of study. However, 
40.34% considered the level of preparation adequate and 35.56% considered it high or very 
high. 
 
Current overall level of preparation for the tasks of an educator role in social work 
practice 
Of the total sample of 721, 97.36% responded to the final question in the survey which 
asked them to indicate their current level of preparation for carrying out the range of tasks 
associated with an educator role. The majority (84.33%) considered that they are well 
prepared or extremely well prepared. Just 14.1% considered they are currently only 
adequately prepared and 0.85% that their level of preparation was inadequate. 
Conclusion 
This chapter has detailed the findings of the survey conducted with self-selected 
participants from the Aotearoa New Zealand Association of Social Workers. Frequency 
distributions and cross-tabulations of variables were used to demonstrate the spread of 
responses and the Monte Carlo option of the SPPS Exact Tests used to determine significant 
associations between variables. There were a number of key findings.  
Participants across fields of practice, in both direct and indirect service delivery, 
considered they engaged in an educator role regularly in their everyday social work practice. 
Out of 11 core roles, that of educator was considered by the participants to be the fifth most 
significant they undertook with service users.  
When the role of educator was broken down into 14 constituent tasks, the findings 
again indicated that social workers across fields of practice and practice positions were 
consistently undertaking each of the tasks on a regular basis and overwhelmingly considered 
them important to achieving successful outcomes with service users. The order of importance 
of each task and frequency with which each was undertaken varied between positions and 
fields of practice but this did not change the overall outcome. 
Participants reported that they learned the skills for the tasks of an educator role 
through a variety of means, including, but not limited to their qualifying course of study. 
Overall the majority felt that they were prepared to engage in the tasks of an educator 
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immediately upon graduation, and 84.33% consider they are now well prepared to deliver an 
educator role effectively with service users.  
The findings of this phase of the research thus clearly answer the first of the two 
questions explored in this thesis:  “Do social workers in Aotearoa New Zealand consider they 
have a key role as educators in their every day practice?”  
The first two of the four hypotheses identified in the methodology chapter are also 
resoundingly confirmed : 
1. That social workers perceive they have a role as educators in their everyday 
practice 
2. That a variety of educational tasks are considered important by social workers in 
achieving successful outcomes and are undertaken regularly in their everyday 
practice. 
The next chapter moves from presenting the results of the quantitative aspect of the 
research to the qualitative components, beginning with the findings of the semi-structured 
interviews, then moving into a presentation of the content analyses of the social work position 
descriptions and the SWRB’s documents relating to curriculum requirements for approved 
professional social work degree programmes. 
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Chapter 9: Qualitative Results  
As noted in Chapter 7, quantitative research is particularly helpful for establishing the 
extent and scale of responses to a particular issue or problem. It has been described as a 
process of examining an area of interest from the outside, thus “looking at” (taking an 
objective view) rather than “looking in” (taking a subjective view) (Carroll & Rothe, 2010). 
Qualitative research, in contrast, can be described as a process of enhancing data, of finding 
the meanings given to social life by the actors engaged in it. It is described by Carroll and 
Rothe (2010) as a process of “looking inside,” asking participants to describe their 
experiences and then seeking to understand these and identify shared themes. 
This chapter presents the findings of the predominantly qualitative aspect of the 
research, detailing the rich stories gathered from the interviews and the results of the content 
analyses of the social work position descriptions and the SWRB curriculum requirements 
documents. 
Interviews  
In the second phase of the research, a qualitative dimension was added to the study 
through 20 semistructured interviews of social workers from a range of fields of practice. The 
primary aim of the interviews was to further explore the tasks associated with an educator role 
by giving participants the opportunity to expand on their practice experience through short 
narratives, adding depth and richness to the data already collected. Additional closed 
questions allowed for further statistical analysis, extending the data collected in the first phase 
of the study.  
The interviews were conducted individually, either in person or by telephone by the 
researcher or her research assistant. As these interviews did not occur until almost a year after 
the quantitative research was undertaken, each began with an introduction read out by the 
interviewer (Appendix B). The purpose of this was to reorient the participants to the focus of 
the research. 
As in the introduction to the survey, participants were advised that the term “service 
users” would be used throughout the interviews to encompass the broad range of individuals 
and groups to whom social workers deliver services. The interviewer then read a short 
explanation of the purpose of the interviews to each participant. The explanation noted that 
many social work writers and researchers identify a role for social workers as teachers—a role 
that includes the tasks of giving information and resources, giving advice, identifying 
alternative solutions to problems, and educating the public about social issues, policies, and 
services. It also noted that a wider perspective of the role of “educator” includes the above 
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tasks but also considers education as a developmental or transformational process. Within this 
process, people are given the opportunity to understand their circumstances through reflection 
and discussion and are then assisted in developing new skills, knowledge, and ways of 
thinking so that they can successfully manage their life situations and make positive choices. 
Participants were reminded that their experiences of the importance and relevance of 
each of the above groups of tasks were explored in the national survey and advised that the 
intent of the interviews was to extend this exploration further in the context of their current 
social work positions, with a particular focus on the developmental aspects of a social work 
role as educator. 
The interview questions about the tasks were thus asked in a different sequence from 
the survey. This made it possible to explore whether the theoretical orientation underlying the 
cluster of tasks made any difference to the social workers’ perception of them as educational. 
For clarity, the number of the task, as it appeared in the original survey, is given in brackets as 
each is reported in detail below. 
 
The Participants 
At the end of the national survey, participants were asked to indicate whether they 
would be willing to participate in a follow-up interview and, if so, to give their contact details. 
A convenience sample of twenty social workers was chosen from this group on the basis of 
providing a broad range of experiences from a variety of fields of practice and social work 
positions. The table below gives a profile of the social workers interviewed for this phase of 
the research. All apart from the Child, Youth and Family Practice Manager gained their 





















































Section 1: An Exploration of the Tasks Based in Transformational and Developmental 
Theories of Education 
Each interview began by exploring the six tasks of an educator role in social work that 
have their basis in transformational and developmental theories of education. Participants 
were asked whether they had considered these tasks part of an educator role in social work 
before taking part in the research. If they had not, they were asked if their perception of the 
tasks had changed as a result of their participation. The two tables on the following pages give 
an overview of the responses.  
As can be seen in Table 97 only five (25%) of the participants considered all this 
group of tasks to be educational prior to taking part in the research. After having had the 
opportunity to reflect on their practice, this figure more than doubled to 11 (55%). The three 
participants who made the greatest shift were the DHB youth social worker, the consumer 
advisor in the supported employment agency, and the social worker in the rural community 
agency. 
Following the interviews all but one of the tasks were considered by at least 80% of 
the participants to be part of an educational role in social work.  
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Adoptions	social	worker,	CYF	 Y	 N	 Y	 Y	 Y	 Y	 5	(83.3%)	
Rural	social	worker,	CYF	 Y	 Y	 Y	 Y	 Y	 Y	 6	(100%)	
Urban	social	worker,	CYF	 N	 Y	 N	 Y	 N	 Y	 3	(50%)	
Practice	manager,	CYF	 Y	 Y	 Y	 Y	 Y	 N	 5	(83.3%)	



































































































Family	therapist	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 6	(100%)	
Addictions	clinician	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 6	(100%)	
Social	worker,	youth,	DHB	 N	 N	 N	 N	 N	 N	 0	(0%)	
Social	worker,	mental	health	DHB	 N	 N	 N	 N	 N	 N	 0	(0%)	
Total	positive	responses	for	each	task	 10	(50%)	 9	(45%)	 10	(50%)	 10	(50%)	 10	(50%)	 12	(60%)	 	
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Table 98. Participants’ Responses to Engagement in Developmental/Transformational Tasks Post Involvement in Research Y=yes, N=no, [number of 







































Adoptions	social	worker,	CYF	 Y	 N	 Y	 Y	 Y	 Y	 5	(83.3%)	
Rural	social	worker,	CYF	 Y	 Y	 Y	 Y	 Y	 Y	 6	(100%)	
Urban	social	worker,	CYF	 Y	 Y	 N	 Y	 N	 Y	 4	[+1]	(66.6%)	
Practice	manager,	CYF	 Y	 Y	 Y	 Y	 Y	 N	 5	(83.3%)	
Probation	officer	 Y	 N	 N	 N	 Y	 Y	 3	[+1]	(50%)	
Coordinator,	refugees,	community	
agency	
Y	 Y	 Y	 Y	 Y	 Y	 6	(100%)	

















Counsellor,	youth,	community	agency	 Y	 N	 Y	 Y	 Y	 Y	 5	(83.3%)	
School	social	worker,	community	
agency	



















































Family	therapist	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 6	(100%)	
Addictions	clinician	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 6	(100%)	
Social	worker,	youth,	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 6	[+6]	(100%)	
Social	worker,	mental	health	DHB	 N	 N	 N	 N	 N	 N	 0	(0%)	
Total	positive	responses	for	each	task	 16	[+6]	(80%)	 14	[+5]	(70%)	 17	[+7]	(85%)	 17	[+7]	(85%)	 16	[+6]	(80%)	 16	[+4]	(80%)	 	
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Analysis of each of the six tasks above follows along with case examples which 
provide richness to the quantitative data collected. 
Task: I provide opportunities for service users to reflect on their life experiences and 
plan for change (task 4 of the survey) 
Of the twenty social workers interviewed, 10 (50%) considered this task part of an 
educator role in social work prior to participating in the research. This included two of the 
four (50%) District Health Board (DHB) social workers, four (66.66%) of the statutory 
workers, and four (40%) of the community-based social workers. 
Although not necessarily identifying this task as part of an as an educator role, all of 
the participants were readily able to give examples from their everyday practice that were rich 
in depth and variety. As the coordinator of the service working with refugees explained: 
This is what our service is all about. Ninety percent of refugees do not want to talk 
about their past lives in their early years here. Their experiences are often of violence 
and torture, life in refugee camps and having to leave family members behind. They 
may have lost roles of mana. They put this all in a box and leave it aside initially. It 
might come up later once they are settled in their new environment and have coped 
with the massive changes they have to face. Everything in their lives has changed. 
Planning for change is what we are focused on in every aspect: kiwi culture, laws, 
language, the benefit system, health system and work systems. A lot of my work is 
educating about NZ and how it works and how they best fit in and keep their culture 
alive at the same time. Some people grasp it and do really well and quickly. Some are 
plodders and some will stay in the victim role because it’s all just too hard. Our 
models are systems based, strengths based, ecological.  
For the coordinator of the early intervention service the task had a different shape. 
They reported that: 
One of our roles was working with young mums parenting under-fives. A lot of our 
work was group facilitation and subtle education around changing parenting styles. 
We “captured conversations.” For example, a young mum was chatting over a cup of 
coffee about a negative experience she had as a child herself. We drew the 
conversation around to become about the impact of this on her and its influence on her 
parenting style. Is that what she wanted for her kids? 
For those who did not consider this task a part of an educator role, the concern centred 
on the term “educator” itself. The alcohol and drug counsellor from the iwi social service 
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commented that the word “educator” has a power dynamic attached to it that they felt 
uncomfortable about, whilst the private practitioner was uncertain whether they would have 
associated a role of educator with that of a change agent. 
Participating in the study and having the opportunity to reflect on their practice led 16 
(80%) to consider this task part of an educator role at the completion of the interview (an 
increase of 30%). This included all of the Child, Youth and Family (CYF) workers and all but 
one of the DHB social workers. In addition, the rural CYF social worker commented that they 
would like to see this as an even more significant task in their agency. 
Task: I work with service users to overcome anxiety and fear that might be preventing 
them from learning new ways of approaching life or dealing with problems (Task 5 of 
the survey) 
Only nine of the 20 social workers interviewed (45%) considered this task a part of an 
educator role initially. This figure was made up of five (50%) community-based social 
workers, only the family therapist from the group of DHB social workers, and three (30%) of 
the statutory workers, all from Child, Youth and Family. 
One of the community-based social workers gave this example: 
A client had a foetal alcohol syndrome child. She was filled with shame, fear and 
anxiety. I have worked with her over time to get her to come to a meeting at the school 
and with her Doctor to educate her about her daughter’s health needs. She has moved 
from being shamed to feeling that she would like to be part of developing educational 
pamphlets for other parents in her situation. I wanted Foetal Alcohol Syndrome to 
have a name separate from her shame. A big part of facilitating this shift was 
education. 
Whilst not agreeing that this task was part of the educator role initially, the youth 
development worker with the Police shifted their position during the interview and gave the 
following example of their practice: 
Supporting a young person through the justice system helps them overcome their fear. 
Their first appearance in court, or transfer to District Court, can be daunting. Often 
they don’t understand their lawyer. When I first start with a kid I focus on rapport 
building first. I would not look to give them any kind of lecture but would teach them 
around what to expect in court, the different roles of the different people, be prepared 
where to stand, what to wear. 
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They added at the end of the interview: 
As you go you drop in challenges. Often with boys there are other ways of going 
about this. A great time is after a Family Group Conference that the victim has been 
at. You can have a conversation about what it was like having the victim there, how do 
they think the victim felt. If the young person doesn’t understand you can talk about it 
and teach him then. Education can come into everything I do. 
After having the opportunity to reflect on their practice through the survey and the 
interview, fourteen (70%) saw the task as part of an educator role in social work. This was an 
increase of 25%. Six of those interviewed (30%) did not change their perception. These 
included the CYF adoptions social worker, the alcohol and drug clinician from the iwi social 
service, the coordinator of the early intervention service, the DHB social worker in mental 
health, the probation officer and the DHB counsellor working with children and young 
people. 
Task: I assist service users to explore and discover potential choices available to them 
(Task 6 of the survey) 
Half of the participants (10) considered that the task was part of an educator role that 
they undertook as part of their everyday practice. This included the remaining three CYF 
workers, the police youth development social worker, the alcohol and drug counsellor from 
the iwi social service, and the coordinator of the refugee service who said: 
This is everyday practice for us. . . . Women learn that they have a lot of choice 
compared to where they come from. They have rights and choices re relationships and 
can get financial support if they choose to separate. They can keep their children and 
homes where they could not do this in their home countries. 
The coordinator of the early intervention service agreed: 
I think of young teenage parents who struggle with trying to maintain the social life 
they had before they became pregnant with how it is now with a new baby. This was a 
big issue for lots of those young parents. We talked about choice itself—is it possible 
to continue the same social life in their new situation? If yes, then we talked about the 
choices they made around safety of the new baby whilst they were doing that. We 
spent lots of time with young mums talking around choices about further education 
and about how the choices they made were going to impact on the quality of life for 
their child. For most of them that was quite new thinking. 
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The private practitioner was also clear about the relevance of the task within an educator role: 
“I guess what I’m trying to do is help educate the social worker to look past her own filters.” 
For the rural Child, Youth and Family social worker, however, the question of 
exploring choices was not that simple and depended very much on the stage the intervention 
was at: 
One case I worked with was a new born baby who had severe bruises. There was no 
choice about the child needing to be removed from her parents for safety and for 
medical treatment. Choices could only come after her safety was secured. The higher 
the risk, the less choice at that point in time. The more the time frame extends in any 
case the more chances there are for choices along the way—e.g., anti-depressant 
medication for the mother; who should care for the child in the short and longer term. 
Following the opportunity to reflect on their practice, all but three of the social 
workers who had not initially considered this task part of an educator role changed their view. 
Only the CYF urban-based social worker, the DHB mental health social worker, and the 
probation officer did not: 
As an indication of how I do not see this as an “educator” role, upon review I realise I 
have answered this question primarily in terms of intrinsic choices and intrinsic 
barriers (i.e., I’m capable, incapable, intelligent, not intelligent etc rather than “you 
could be a pilot or plumber”). I’m trying to get them to explore themselves more—so 
that I’m shining a light on the world surrounding them. 
Thus, at the conclusion of the interviews, 85% of the participants considered assisting 
service users to explore and discover potential choices available to them to be an integral 
component of an educator role in their everyday practice. 
Task: I work with service users to help them develop openness to alternative points of 
view and/or options (Task 7 of the survey) 
Initially, ten (50%) of the participants considered that working with service users to 
develop openness to alternative points of view and options was an educator task. All of the 
CYF social workers were included in this number along with the family therapist and 
addictions clinician from the DHBs. As they did with the previous tasks, the police 
development social worker and the coordinator of the refugee service also immediately 
considered this task belonged to an educator role. The consumer advisor in the supported 
employment agency offered a thought-provoking perspective: “One of the difficulties with 
people who feel oppressed is that they can have myopic thinking. So my role is to get them to 
265	
be open to other options, to think about employment from a variety of viewpoints.” The 
school social worker commented that she often uses statistics or research she has gathered to 
help her clients look at alternatives, but also said that this task is not always an easy one: “An 
autistic 13-year-old girl I worked with was most challenging in terms of being open to 
alternatives. Education was a huge part of introducing her to a new range of options open to 
her.” The DHB youth social worker agreed: 
I think that’s probably important but I’m not always successful. Understanding there 
are different points of view is different from being open to different points of view and 
I do think that’s important. Some health conditions that people have mean that things 
like breast feeding aren’t recommended and so we work with them being open to other 
methods. 
In contrast, one of the community family service social workers was excited about the 
possibilities: 
A bit of personality comes through in this because I am person who challenges things 
in a certain manner. For example, I ask—have you thought about this?—using a 
questioning frame. Other times I use theory to bring out a point of view e.g. I talked 
about the drama triangle with a parent who couldn’t manage a child’s behaviour plus 
the demands of her partner. It can be very exciting for people to learn new 
perspectives. 
Following the reflection on their practice, seven (35%) of the participants shifted their 
perspective, making a total of 17 (85%) who agreed that the task fitted with an educator role. 
The three who continued to disagree were the alcohol and drug counsellor with the iwi social 
service, the mental health social worker at the DHB, and the probation officer.  
Task: I work with service users to assist them in developing their ability to assess 
options and/or differing viewpoints objectively (Task 8 of the survey) 
As for the previous task, ten (50%) of the participants considered this task part of an 
educator role in social work. The police youth development officer was surprised by her own 
response: “I guess so. I really just thought of it as part of my role. I guess you are teaching 
them what is out in the community and how to make choices.” 
The private practitioner was one of those who did not view this task as educational, 
arguing that it was part of a facilitator role instead. For those that did agree examples from 
their practice flowed easily: 
266	
Clients see me for a very brief time. I need to give them skills to manage without me. I 
try to teach and encourage clients to use techniques themselves rather than them see 
techniques as expert knowledge that they cannot/do not have (counsellor-children and 
young people). 
I’m always trying to get the clients to look from other point of view—particularly to 
assess from their own perspective how a particular option or strategy would work for 
them personally in their lives. . . . I am always hoping they will take the tool itself 
away and use it again. This is an educator role in the sense that I am modelling a 
thought process that they can use beyond the scope of their time/experience with me 
(probation officer). 
People have established ideas (often from parents/friends) and sometimes they see 
these ideas as their only option. Part of my role as an independent outsider is to help 
clients find their voices. Creating a space in which clients can view alternative 
ideas/options—what would work best for them rather than anyone else. (Mental 
Health DHB social worker). 
Following the discussion about their practice, six (30%) of those who originally did 
not see this as an educational task shifted their position. For example, the early intervention 
service coordinator reflected that “It was, in fact, about educating them how to make 
decisions—education for changing behaviour rather than responding emotionally. Teaching 
young mums to consider all options before making a decision.”  
Three of the participants, the private practitioner, the alcohol and drug counsellor at 
the iwi social service and the DHB mental health social worker were unsure about their 
position following their reflections. The urban-based CYF social worker was the only one 
who continued to disagree. 
Task: I work with service users to assist them develop their own unique blend of skills, 
knowledge, and ways of thinking so they can successfully deal with their changing life 
situations (Task 9 of the survey) 
Of the 20 participants, 12 (60%) reported that they saw this as an educational task 
before taking part in the research. This included both CYF care and protection social workers, 
the CYF adoptions worker, the family therapist and the addictions clinician from the DHBs, 
the probation officer and four of the community-based social workers. The probation officer 
commented that in relation to this task, 
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the education is in terms of modelling how to look at themselves within the world—
using their own minds to analyse situations, options available, strategies, and barriers 
to success in ANY future situation. The education is in how to analyse. 
The addictions clinician argued that it is essential for clients to find their own unique way of 
making change, or it would not work for them. In agreeing with this the alcohol and drug 
counsellor from the iwi social service commented: “Absolutely. It goes without saying, going 
from a recovery journey to a journey of recovery.” 
For the police youth development social worker, this was one of the most exciting 
aspects of their job: 
Often I work with young people with low confidence in how they see themselves. 
They are not excelling in any area. Through the Learner Licence programme [that I set 
up] they get a sense of achievement and success that their other friends might not 
have. Often they have never sat a test and passed before. I also created a sports 
programme developing skills. They see themselves as achieving. We sit down and 
create a C.V. and work with them to gain confidence to take their C.V into a shop or 
whatever. They gain a sense of “I can do this.” They even learn how to get a birth 
certificate, deal with WINZ etc. 
After reflecting on their practice, a total of 16 (80%) of the participants agreed that 
this task was an educational one. The alcohol and drug counsellor from the iwi social service, 




Section 2: An Exploration of the Cluster of Tasks Identified Traditionally With the Role 
of Social Worker as Teacher  
The remaining eight social work tasks explored in the national survey fit with a more 
traditional “teaching” role in social work, associated with imparting information and 
knowledge. Questions in the second part of the interview relating to these tasks did not ask for 
practice examples. Simple closed questions asked whether, prior to taking part in the survey, 
the participants had considered each of the tasks in this group as part of a broader educative 
role in social work. If the answer was negative, the social workers were asked if, after 
reflection, they now considered the tasks educational. Tables 99 and 100 on the following 
pages give an overview of participants’ responses. 
As can be seen in Table 99, 10 (50%) of those interviewed reported that they had 
considered all the tasks in this section part of an educational role in social work prior to 
participating in the research. After having an opportunity to reflect on their practice, this 
figure increased to 16 (80%) of participants considering 100% of the tasks educational.  
Each task was considered educational by 90% or more of participants following their 
involvement in the research, an average increase of 19.38% from the reported pre-research 
figures. In fact, by the conclusion of the interviews four of the eight tasks in this cluster were 
considered to fit within an educational role by 100% of the participants. 
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Adoptions	social	worker,	CYF	 Y	 Y	 Y	 N	 Y	 Y	 Y	 N	 6	(75%)	
Rural	social	worker,	CYF	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	
Urban	social	worker,	CYF	 Y	 Y	 Y	 N	 Y	 Y	 N	 N	 5	(62.5%)	
Practice	manager,	CYF	 N	 Y	 Y	 Y	 Y	 Y	 Y	 N	 6	(75%)	










































Counsellor,	youth,	community		 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	


















































































Family	therapist	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	
Addictions	clinician	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	
Youth	social	worker,	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	
Mental	health	social	worker	DHB	 N	 Y	 Y	 N	 Y	 N	 Y	 Y	 5	(62.5%)	
Total	positive	responses		 15	(75%)	 16	(80%)	 18	(90%)	 12	(60%)	 15	(75%)	 16	(80%)	 19	(95%)	 13	(65%)	 	
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Table 100. Participants’ Responses to Engagement in Teaching Type Tasks Post Involvement in Research Y=yes, N=no, (%), [number of responses 





















































Adoptions	social	worker,	CYF	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	[+2]	(100%)	
Rural	social	worker,	CYF	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	
Urban	social	worker,	CYF	 Y	 Y	 Y	 N	 Y	 Y	 Y	 N	 6	[+1]	(75%)	
Practice	manager,	CYF	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	[+2]	(100%)	










































Counsellor,	youth,	community		 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	


















































































Family	therapist	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	
Addictions	clinician	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	
Social	worker,	youth,	DHB	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 Y	 8	(100%)	

















Content Analysis: Social Work Job Descriptions 
The next phase of the research was a content analysis of the job descriptions of 20 
social work positions from both direct and indirect practice. The analysis involved counting 
references to the role of educator and each of its individual associated tasks within each 
position description. As it became apparent that any such references were rare, loose 
approximations of the role and tasks were also included in the count.  
The position descriptions were taken from job search websites in the public domain 
and chosen as a purposive sample to cover a broad range of fields of practice and both 
statutory and nongovernmental services. The findings were then compared with the findings 
of the national survey in terms of respondent’s perceptions of the place of the role and tasks in 
their everyday practice. 
The twenty position descriptions examined are as follows: 
1. Youth worker, Youthline 
2. Youth worker, residential Child, Youth and Family 
3. Youth development worker, Police 
4. Family worker, Family Works 
5. Social worker, Open Home Foundation 
6. Health social worker, DHB 
7. Mental health social worker, DHB 
8. Gambling caseworker, Salvation Army 
9. Gambling public health worker, Salvation Army 
10. Probation officer, Corrections 
11. Programme facilitator, Corrections 
12. Whānau Ora kaimahi, Iwi social service 
13. Barnados foster care social worker 
14. Social worker, Child, Youth and Family 
15. Coordinator, Victim Support Service 
16. Refugee volunteer coordinator, Red Cross 
17. Family/whānau coordinator, IDEA Services 
18. Supervisor, Child, Youth and Family 
19. Community advisor, City Council 
20. Community development facilitator, City Council. 
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Table 101 below gives an overview of the findings. As can be seen, only 15% (three 
of the 20 position descriptions), contained any reference at all to an educator role within the 
position. This is very low when compared with the findings from the national survey, which 
showed that 89.3% of participants reported that they considered the educator role a 
significant, highly significant, or one of the most significant roles they undertook. In the 
survey, the educator role was rated fifth out of the eleven key roles commonly undertaken by 
social workers. This is not reflected in the position descriptions analysed here. 
Giving detailed information relating to the issues facing service users and information 
and explanations about resources were the two most commonly cited tasks in the job 
descriptions, but each appeared in only 11 (55%) of the 20 studied. This compares with 
findings from the survey which indicated that 69.76% of participants who gave detailed 
information relating to the issues their service users were facing did so either daily or several 
times a week and over 96% of those undertaking the task considered it important, very 
important, or one of the most important in their practice for achieving successful outcomes.  
Findings in respect of the task of giving information and explanations about available 
resources indicated that it was undertaken daily or at least several times a week by 72.25% of 
participants for whom it was part of their practice, and it was considered important, very 
important, or one of the most important tasks for successful outcomes by 95.89% of that 
group. 
The national survey showed high rates for the frequency with which each of the 
remaining tasks was performed and for the importance of each for successful outcomes, but 
seven of the tasks are reflected in between just one and five (5–25%) of the job descriptions. 
Four of the tasks do not appear in any of the job descriptions at all. This includes 
“Working with service users to overcome anxiety and fear that might be preventing them 
from learning new ways of approaching life or dealing with problems” which was reportedly 
undertaken at least weekly by 82.75% of participants who engaged in it as part of their 
practice. It was also considered important, very important, or one of the most important for 
achieving successful outcomes by 94.88%, yet it did not appear in any of the position 
descriptions. Neither did “working with service users to help them develop openness to 
alternative points of view and/or options” (83.79% and 92.2%), “working with service users 
to develop their ability to assess options and/or differing viewpoints objectively” (83.37% and 
90.18%) or “teaching service users to develop and use their own unique strengths” (85.27% 
and 94.78%). 
Of the position descriptions, the CYF residential youth worker had the most references 
to the educator role and tasks. The references included the role itself and eight of the fourteen 
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tasks from the survey. This fitted with the findings from the survey which showed that 80% of 
the residential social workers who responded considered the role a significant or very 
significant aspect of their practice. 
The Barnados foster care social worker position had the next highest count with just 
five of the tasks (35.71%) included. There was no reference to an educator role, however. 
None of the three coordinator job descriptions contained reference to an educator role 
at all. The IDEA family/whānau coordinator description did contain four references to 
associated tasks and the Red Cross refugee volunteer coordinator and Victim Support Service 
coordinator descriptions contained just two each. In contrast, 83.92% of coordinators reported 
in the survey that the role of educator was significant, very significant, or one of the most 
significant that they engaged in. 
The Family Works family worker, DHB mental health social worker and CYF 
supervisor position descriptions stood out as containing no references to an educator role or 
its associated tasks at all. This was in contrast to the survey findings which showed that 
89.47% of participants in DHB mental health and alcohol and other drug services and 97.3% 
of supervisors within agencies considered the educator role significant, very significant, or 
one of the most significant that they undertook. 
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Content Analysis—Social Work Registration Board Policy Document on the Process for 
Recognition/Re-Recognition of Social Work Qualifications in New Zealand 
The final phase of the qualitative aspect of the research was to search the Social 
Workers Registration Board (SWRB) documents setting out the curriculum requirements for 
social work professional qualifications in Aotearoa New Zealand for reference to educational 
theory and practice.  
The curriculum requirements are found in Standard Two of the policy for recognition 
and re-recognition of social work qualifications in New Zealand (SWRB, 2013). In overview, 
the requirements are that social work principles of social justice and ethical practice must be 
at the heart of the curriculum and graduates must be competent to work with individuals, 
families, groups and communities, with Māori, and with a diverse range of ethnic groups and 
cultures located within the New Zealand context. Standard 2.7 specifically states that the 
curriculum must “Include integration of relevant social work theory, research and practice for 
achieving the core knowledge, processes, values and skills for social work practice in 
Aotearoa New Zealand and internationally” (SWRB, 2013). This is extended in Standard 2.12 
which states “The programme delivery, especially at undergraduate level, will include 
multidisciplinary input, particularly drawing from the social science disciplines of sociology, 
social policy, cultural studies, psychology and law” (SWRB, 2013). 
Very simply, there is no specific reference to input from the discipline of education. 
The possibility of such input, however, is not entirely closed off as the documents refer to 
“particularly drawing from” not “exclusively drawing from.” 
Conclusion 
This chapter has presented the results of the predominantly qualitative research 
undertaken in stage two of the study. There are a number of key findings. From the 
interviews, it became apparent that regardless of whether they recognised a role of educator 
role in everyday practice with their service users or not, social workers were readily able to 
give short narratives of times they engaged in the constituent tasks of such a role. From the 
position descriptions, it became clear that a significant majority of employing organisations 
are not recognising an educative component in everyday social work. The residential social 
worker’s position description most closely reflected the role and associated tasks, as might be 
expected, but it stood out in isolation from the rest of those examined. From the SWRB 
curriculum documents it is apparent that, at this point in time in Aotearoa New Zealand, 
education is not recognised as one of the foundational social science disciplines for social 
work.  
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This chapter concludes the reporting of results from the research. The next chapter 
discusses and reflects on the findings, drawing on the literature relating to social work 
practice internationally and in Aotearoa New Zealand. The possibilities of educational theory 
for enhancing the practice of social workers in their everyday positions is discussed in light of 
the findings, and a potential design for a suit for an educator role in social work is elaborated. 
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Chapter 10: Discussion  
This thesis has been structured within a framework of reflective practice which has 
acted as a bridge between theory and practice, the academic and practice worlds, and the 
professions of social work and education. The discussion chapter continues with this theme, 
reflecting on the findings of the research in the context of social work’s history, current 
challenges, and international and local literature. 
While the research clearly indicates that social workers in all areas perceive they have 
a significant role as educator in their everyday practice, it also indicates that neither 
employing agencies nor the profession’s regulatory body explicitly recognises this role and its 
associated tasks, nor the place of education theory in social work.  
The first section of the chapter discusses the findings of the research across agencies 
and positions. These findings are then discussed as they relate to specific fields of practice 
including health, statutory, and community-based social work. The similarities and 
differences between social workers in direct practice with service users and those in indirect 
social work positions are also explored.  
In the second section of the chapter, the traditions of social work, social pedagogy, 
and education theory and philosophy are woven together to give shape to the emerging role 
(or suit) of the social worker as educator in everyday practice with service users. This section 
then reflects on the current issues facing social work which were explored in the literature 
review and discusses the ways in which a social work role as educator might lead to 
innovative and creative responses to these issues. 
The chapter concludes with a reflection on the potential place of an educator role in 
everyday social work in Aotearoa New Zealand. 
What Do We See When We Look in The Mirror? Is There a Suit in the Wardrobe for 
Social Workers as Educators in Their Everyday Practice? 
Threads of an education role and education theory were found in the social work 
literature explored in the earlier chapters of this thesis. However, none of the international 
reports into the roles of social work undertaken in recent years has acknowledged an 
educational role for social workers in their everyday practice. The exception to this is found in 
Europe, in social work’s sister profession, social pedagogy. Social pedagogy, as explored in 
Chapter	6, is explicitly located at the intersection of the disciplines of social work and 
education. In Aotearoa New Zealand, however, there is no history reflecting social 
pedagogy’s theory or heritage.  
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As with their international counterparts, a number of New Zealand authors and 
academics have identified threads of an education role or particular tasks associated with it in 
social work practice in this country (Harms & Connolly, 2009b; Van Heugten, 2001). 
However, while education has been recognised as a role in some areas of indirect practice, 
particularly within the field of social work supervision (Davys & Beddoe, 2010; O’Donoghue, 
2003), it has not been identified as one of the key roles undertaken in everyday direct practice 
with service users. There is thus no ready-made suit for this role. The question then remains, 
does the literature accurately reflect the experience of social workers or is there a gap between 
theory and practice?  
No research has previously been undertaken in Aotearoa New Zealand specifically 
focussed on this question. Other applied social work research projects in this country make 
reference to some of the tasks of an educator role in everyday practice, but the primary intent 
of those projects was never about gathering data relating to this role. The most relevant 
research project looking at social work tasks across fields of practice and positions was that 
undertaken in the late 1980s by Professor Sheafor (Sheafor, 1982; Sheafor, Teare, Hancock, 
& Gauthier, 1985). While reference was made to some educative tasks (primarily teaching of 
skills), recognition was not given to an educator role in its broadest sense, encompassing the 
full range of tasks from the diverse array of education theory and philosophy explored in 
Chapter	5. 
The findings of the present study clearly indicate that social workers in Aotearoa New 
Zealand consider an educator role an important part of their everyday practice. A total of 721 
participants from across the country, fields of practice, and position descriptions rated it the 
fifth most significant role they undertake and only 2% indicated that they did not engage in 
any educative work at all. For over 90% of those in health, statutory, and community services 
the role was significant or one of the most significant in their practice.  
These findings are supported by a number of international studies. As discussed in 
Chapter	3, an extensive NASW research project undertaken in 2004 showed that educative 
work with clients was the fifth most common role for American social workers across fields 
of practice and job descriptions (Whitaker, Weismiller, & Clark, 2006). Both the current 
research and the NASW project echo the findings of an earlier study from the 1980s which 
indicated that an educator role with clients was considered one of the top seven undertaken by 
social workers, along with enabler, advocate, mediator, negotiator, broker, and team member 
(Lister, 1987).  
While 721 is a substantial number of participants, it is important to once again 
acknowledge that this number represents a usable response rate of 17.3%. This means that 
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results of the current research can only be considered indicative of the wider social work 
population in this country. However, it does strongly suggest that, as with their international 
counterparts, social workers in Aotearoa New Zealand are regularly engaged in an educative 
role with service users.  
Social Workers’ Perceptions of the Importance of the Tasks Associated With an 
Educator Role 
In breaking down the role of educator into its component parts, it became apparent that 
whilst teaching skills have received the most recognition in the literature as an educative 
aspect of social work practice, in this study all but one of the other 13 educative tasks were 
rated as being of more importance. These tasks, however, have received little or no 
recognition in the literature or are subsumed under counselling or advocacy roles. The 
findings further indicate that transformational and developmental education tasks are 
perceived to be at least as important, and some of them more important, than the teaching 
cluster of tasks in everyday social work practice.  
The Significance of the Educator Role and Related Tasks in Different Fields of Practice 
Health. 
For this discussion, the “health” field of practice is made up of District Health Board 
services (both general and mental health and addictions) and community mental health and 
addiction services. The participants from health made up 35.67% of the total sample who 
responded to the questions about the significance of the educator role in comparison to other 
roles in their everyday practice. Of this cluster, 91.44% considered the role significant or even 
one of the most significant they engaged in. 
Health social workers based in community agencies generally engaged in educational 
activities more frequently than their counterparts in District Health Boards, with all of the 
community-based health social work participants reporting that the majority of the education 
tasks were a regular part of their everyday work. These findings are very different to those of 
a 2006–2007 study of health social workers in the United States in which an educative role 
did not appear at all (Judd & Sheffield, 2010).  
In a series of Australian studies with health social workers, education was subsumed 
under a wider role framed as discharge planning and was limited to information-giving tasks 
(Davis, Baldry, Milosevic, & Walsh 2004; Davis, Milosevic, Baldry, & Walsh, 2005). 
Daniels’ research, undertaken in this country in the late 1980s, likewise only identified the 
task of information giving (Daniels, 1989). In her study of health social work competencies, 
282	
Derrett (2011) included a competency statement relating to the development and 
implementation of education programmes with clients but limited this to a narrow 
interpretation of the role and made no reference to it at all in her final proposal for a 
competency framework.  
In contrast to the above, over 90% of health social workers in the current study 
reported that all but two of the fourteen education tasks were significant or amongst the most 
significant they undertook for achieving successful outcomes with their service users. The 
task they considered most important for successful outcomes was that of assisting service 
users to explore potential choices available to them.  
The developmental and teaching tasks of an educator role were interwoven in their 
everyday practice but were not recognised by their employing bodies. The job description for 
the District Health Board mental health and addictions social worker did not once 
acknowledge an educative role or any of its associated tasks. The generic District Health 
Board position description did not acknowledge the role either but did include three of the 
information giving/teaching tasks. 
Statutory. 
The “statutory social work” field of practice for this discussion includes those 
employed by the Ministry of Social Development (including Child, Youth and Family) and 
the Ministry of Justice. Outside of the cluster of participants in the field of education and 
training, social workers in statutory agencies who responded to the question about the 
importance of the educator role (23.91% of the total sample) had the highest percentage who 
regarded education as an important, or one of the most important, roles they undertook in their 
everyday practice (92.3%). As with health social workers, the findings indicated that statutory 
agency social workers blended teaching and developmental education tasks throughout their 
everyday practice. For this cluster, the most important task for achieving successful outcomes 
was that of teaching service users specific skills. 
Position descriptions for six statutory agency-based social workers were analysed, 
with only one (that of the residential social worker) including an educative role. The 
residential social work position also referred to eight of the component education tasks.  
In countries such as England and Scotland, residential social work, as a field of 
practice, appears to have the closest association with the European profession of social 
pedagogy. Given that social work in Aotearoa New Zealand follows a similar tradition of 
social work to that of the United Kingdom, this result is therefore as might be expected. While 
the links are not explicitly recognised at this time in this country, the fact that social workers 
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in this field already recognise that they are undertaking a wide range of educative tasks in 
their everyday work indicates there is potential for enhancing their practice through 
incorporating education theory into their practice frameworks. 
Once again, however, none of the other position descriptions referred to an education 
role in spite of the high number of social workers from this cluster reporting that it was 
significant in achieving successful outcomes for their service users.  
Community. 
The community-based field of practice includes the cluster of social workers 
employed in the Social Work in Schools programmes, iwi and Māori social services, and 
general community agencies. Making up 28.53% of the sample, 100% of iwi and Māori social 
service social workers and 91.69% overall from this cluster indicated that education was an 
important, or one of the most important roles in their everyday practice. 
Of particular interest is that, although they are small subsets of the total sample 
(1.45% and 1.54% respectively), all social workers in schools and all iwi and Māori agency 
social workers considered over half of the educative tasks important or amongst the most 
important in achieving successful outcomes for their service users. In fact, 100% of iwi and 
Māori agency social workers indicated that nine of the 14 tasks were important in achieving 
these outcomes. 
Given the diversity of the agencies represented in this field of practice, 12 position 
descriptions from 10 different agencies were analysed for references to education roles and 
tasks. Again there was very little acknowledgement of either. All but one agency (Family 
Works) referred to at least one of the education tasks, but only two acknowledged a broader 
education role for their social workers. These were Youthline and the Problem Gambling 
Foundation.  
Private practice. 
Respondents in private practice were the least likely to consider education an 
important part of their everyday work with service users (although this was still a high 
percentage at 85.29%). In spite of this lower ranking, those in this cluster had the highest 
percentage from across all the fields of practice who considered three of the tasks—giving 
service users information and explanations about resources available to them, providing 
opportunities for reflection and planning for change, and developing skills and knowledge for 
ensuring the safety of vulnerable groups—important, or amongst the most important in 
achieving successful outcomes with service users. 
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Education and training. 
Perhaps not surprisingly, the findings of the research showed that all of the 
respondents in the field of professional education and training considered education an 
important role in their everyday practice and of these, 82.14% considered it one of the most 
important that they engaged in. What was interesting was that the task of teaching their 
service users skills and techniques for solving problems was the one they considered of least 
importance for achieving successful outcomes. Given that this is often considered the core 
business of social work and these are the educators of the profession, this is a somewhat 
surprising finding. 
However, the main reason the professional educators and trainers were retained as a 
separate field was to highlight the fact that their perception of the importance of the tasks of 
an educator role was not widely different to those of social workers in fields of practice 
primarily concerned with working with members of the public. This gives a clear indication 
of the significance accorded to the role across the social work profession. 
Differences Between Direct and Indirect Practitioner Perceptions of an Educator Role 
and Associated Tasks in Everyday Practice 
The findings showed that social workers in indirect practice roles were more likely to 
perceive the role of educator as significant in their everyday practice (93.45%) than direct 
practice social workers (88.91%). This is consistent with the social work literature which is 
more likely to acknowledge an educative role for this cluster of social workers. 
However, the responses to the questions relating to the component tasks of an educator 
role did not support this perception. The educative task most commonly engaged in by 
indirect service practitioners was that of giving service users information about available 
resources (80.39%). Raising public awareness about the adequacy and availability of policies 
and services for meeting service user needs was the task they least frequently engaged in, with 
only 40.31% engaged in it at least weekly. On average across the 14 tasks, 73.35% of indirect 
service practitioners engaged in them at least weekly. 
The findings relating to social workers in direct practice positions told a different 
story. The task most often engaged in at least weekly by this group was that of assisting 
service users to explore and discover potential choices available to them (92.94%). The task 
this group of practitioners least often engaged in was also that of raising public awareness 
about services and policies (36.14%). This shows a greater spread of engagement across the 
tasks, but of particular significance is that, across all the tasks, on average 83.9% of social 
workers in direct practice engaged in them at least weekly. This is more than 10% higher than 
285	
the indirect service practitioners and in direct contradiction to the social work literature which 
hardly recognises an educative role for this group of practitioners. 
There are also several interesting findings in relation to specific social work positions. 
The literature on social work supervision is the most extensive in acknowledging an educative 
role for a specific social work position. Of the respondents in this study who were supervisors 
within agencies, 97.3% indicated that the role was significant, or one of the most significant 
they undertook. Of those in external professional supervision positions, the figure was slightly 
less at 90.9%. However, of the respondents who categorised themselves as supervisors within 
agencies, just 71.92% on average reported that they engaged in the 14 educative tasks at least 
weekly. This is less than the average across all the tasks for external professional supervisors 
(82.01%), and both are less than the average across all tasks as reported by social workers in 
direct practice positions (83.86%). What these findings indicate can only be speculated about. 
It may be that the literature has not captured the reality that social workers in direct practice 
positions actually engage in educative roles and tasks more frequently than those in 
supervision positions. Or, it may be that whilst supervisors are fully aware of the importance 
of the education role in their practice, they, and particularly those in internal supervisory 
positions, do not have the time or capacity to undertake the role to the extent its importance 
might suggest they should. When social work turnover is running at a high level, with social 
work and social services perpetually considered to be in crisis and social workers’ 
competence called into question (The Modernising Child, Youth and Family Panel, 2015), it 
could be considered that agency supervisors more than ever need support and recognition of 
their educative role with their frontline staff. This is not what is happening, however. The 
current position description for the Social Work Supervisor at Child, Youth and Family, for 
example, made no reference to an education role or tasks. 
Perhaps the most troubling and unexpected finding was that of the low rate of 
engagement across all social work positions in terms of the educative task of raising public 
awareness about the adequacy and availability of policies and services for service users. On 
average, only 38.23% of respondents reported that they undertook this activity on at least a 
weekly basis. For both indirect and direct service practitioners, this activity was undertaken 
less frequently than the next closest educative task by a gap of 30.28% and 45.69% 
respectively. This low rate of engagement appears to be inconsistent with the stated mission 
of ANZASW, which includes amongst its nine value statements that: 
We are agents of social change necessary to achieve social justice and the creation of a 
fair and equitable society. 
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He mangai kanohi matou mo nga mea e tino ahei ki te tutuki paapori tika me te 
hangahanga pai o te porihanga. 
We are a credible voice for those whose voices are not heard and/or who are 
marginalised. 
He maangai paaho mo ratou kore reo kia taea te rongo me ratou kua pouakatia hei 
nama. (ANZASW, 2015b, para.3) 
It is of note that participants from Iwi and Māori services stood out as having a higher 
engagement in this task than any other of the direct or indirect practice positions and that this 
task was specifically identified in the position description of the Whānau Ora Kaimahi (social 
worker). 
The Rich Experience of Social Workers Undertaking Educational Roles as Part of Their 
Everyday Practice 
In this study, as noted in Chapter 5, education has not been limited to a narrow view of 
formal teaching and learning but rather has been considered to incorporate all aspects of 
learning for life. The social workers interviewed in the second phase of the research 
demonstrated through their short narratives that they are engaged in education in its broadest 
sense in a whole range of settings: formal, nonformal, informal, and incidental.  
Formal learning is defined by Wood and Judikis (2002) as systematically planned and 
delivered teaching and learning activities and processes which lead to some type of credit or 
recognition. Social workers can be found delivering training programmes for prospective 
caregivers and foster parents, and running education programmes for offenders or workshops 
on care and protection of children for which participants receive a certificate recognising their 
learning or competency. Nonformal education refers to those systematically planned and 
delivered learning opportunities that do not lead to credit or qualifications. Social workers 
deliver anger management classes, run parenting groups, and facilitate personal development 
workshops and information sessions informing the public on a social issue or service. Both 
formal and nonformal education may occur in structured education settings but may also take 
place in a range of community sites, including statutory, health, and community social service 
agencies. 
Informal education includes all purposeful teaching and learning processes that occur 
outside formalised learning opportunities. For social workers, this includes teaching skills or 
providing information and advice in the course of their casework with service users in settings 
as diverse as health and mental health, community corrections, prisons, and alcohol and other 
drug services. Informal education also occurs in social work interventions such as Family 
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Group Conferences and Strengthening Families meetings and is used extensively in 
community development contexts. 
Incidental education is that which occurs naturally and without formal planning. Wood 
and Judikis (2002) state that this form of education takes place through the process of seeing, 
hearing, and experiencing in everyday life, and through reflection on those experiences. In a 
social work context, such learning may occur within any aspect of casework, in the delivery 
of mentoring programmes, in residential social work with children and other vulnerable 
groups, in rehabilitative communities, and in schools. Social workers role-modelling problem-
solving or conflict management skills in casework situations, family meetings or rehabilitative 
groups are also engaging in the processes of incidental education. 
Thus the research clearly shows that there are many settings and positions in which 
social workers are engaged in educational activities with service users. The findings of the 
research also indicate that social workers in Aotearoa New Zealand are aware that they take 
on this role in its many configurations and value it as an integral part of their practice, but 
whether they have the knowledge base of relevant education theory to support them and 
whether their employing agencies and regulatory body acknowledge and actively support the 
role is another issue.  
Social Workers’ Perceptions of their Preparation for an Educator Role on Graduating 
One of the initial hypotheses of the study was that social workers were not receiving 
adequate preparation in their professional education programmes for undertaking the role and 
tasks of an educator in everyday social work practice. The hypothesis was based on the notion 
that if education theory is not recognised or understood in social work programmes, the 
particular skills and knowledge relating to that discipline would not be included in curricula 
for the social work practice aspects of the programme. 
The SWRB does not explicitly include education theory in its requirements for 
recognition of social work professional programmes, and education theory is not included in 
the knowledge base for Aotearoa New Zealand social workers as documented by a range of 
respected social work academics and discussed in chapter four. In spite of this, the findings of 
the research refuted the hypothesis. Instead, they showed that the majority of participants felt 
prepared for the educator role and its component tasks on completion of their qualifying 
course of study. Exactly how this happens, given the above, is not clear from the present 
study and would be an interesting area for further exploration. 
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Employing Bodies and a Lack of Recognition of an Educator Role in Everyday Social 
Work 
While 98% of the participants reported that they undertook the role of educator in their 
everyday practice, the analysis of the job descriptions showed that their employing bodies did 
not recognise this. In fact, overall, 85% of the position descriptions analysed did not make any 
acknowledgement of the role. This finding fits with the view of Staniforth, Fouché, and 
Beddoe (2014) who contend that there is a widespread lack of awareness about social work 
roles in Aotearoa New Zealand. As they comment, the primary issue that arises is that where 
funding bodies and organisations hold a particular view of social work, funding may be 
restricted to that understanding (however limited) rather than to the reality of everyday 
practice. This is potentially a serious consequence of the lack of recognition of the educative 
component of everyday social work.  
Professional Development Opportunities  
It is evident from the reports of the participants that they gained and maintained their 
knowledge and skills for a role as educator in a multitude of ways post-graduation. Over 84% 
of the participants in the research responded that they felt well prepared or extremely well 
prepared for the role in their current practice. This indicates that social workers use a range of 
avenues for professional development including their own research and reading, intra-agency 
training, external courses and further university study in their speciality field of practice, all of 
which is excellent. A question remains, however. If neither the profession nor the employing 
organisations recognise that social workers engage in the role of educator as part of their 
everyday practice with service users, how do social workers access professional development 
opportunities in this area and how are they funded?  
The Mismatch Between the Literature and Practice 
Given the weighting put on the education role and its associated tasks by participants 
in this study, it is interesting to consider why recognition has not been afforded to the role in 
the literature. A possible answer may lie in the responses given by some of the social workers 
interviewed in the second stage of the research. The interviews gave the participants a final 
opportunity to reflect on their perceptions of the tasks and role of an educator in everyday 
social work practice before and after having participated in the research. What became 
apparent is that while some of the participants enthusiastically and readily shared narratives of 
their work and were confident in identifying the tasks as educative from the beginning, others 
who also readily shared their narratives and experiences had not considered the tasks 
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educative until given the opportunity to frame them through this new and different lens. The 
private practitioner, for example, reflected that: 
I think it [social work] is education on some level, but I would not previously have 
seen it like that. I think my resistance is to the word “education”—yes I think it is-but 
it’s more about facilitating people’s knowledge development. I had lots of 
assumptions about the word “educator.” 
The Challenge and Potential of Including Education Theory and Practice in Social 
Work’s Knowledge Base 
This research has indicated that social workers across fields of practice and social 
work positions are already extensively engaging in an educative role and its associated 
tasks—but without education theory and philosophy explicitly being recognised in the social 
work literature, in professional education curricula or by the profession’s regulatory body. It 
would seem a simple conclusion that such recognition could only enhance and extend the 
effectiveness of everyday social work practice.  
Perhaps the key obstacle to incorporating educational theory into social work practice 
is that the profession has been perceived as a “borrowing field” for many years (Fjeldheim, 
Levin, & Engebretsen, 2015, p. 3). While it is considered to have an identifiable theory base, 
social work has been accused of creating this by borrowing from other disciplines. In some 
way, this is seen to make the profession of less value. However, Fjeldheim, Levin, and 
Engebretsen (2015) argue that many other professions do the same thing and that the 
“diffusion of theoretical concepts is a process shared by all” (p. 3).  
Rather than considering the profession as being diminished by incorporating other 
philosophies and theoretical traditions, an alternative view is that social work will become 
richer and more responsive to social need by widening its knowledge and skills base to 
include education theory and practice. The global definition of social work ratified by IFSW 
in 2014 has been intentionally broadened to allow for such diffusion: “Underpinned by 
theories of social work, social sciences, humanities and indigenous knowledge, social work 
engages people and structures to address life challenges and enhance wellbeing” 
(International Federation of Social Work, 2014, para. 5). Hyslop (2013) argues that 
social work practice knowledge is both resistant and resilient: the knowledge form 
may be submerged, hidden or silenced to varying degrees within a neo-liberal inspired 
rational-technical paradigm, but it is difficult to eradicate altogether because it is 
reproduced in the practice of social work. The critical humanist tradition and the 
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associated commitment to inclusion, equality and human potential is, it seems, woven 
into the texture of everyday casework practice. (p. 226) 
Shifting from contemporary crisis response and care and control frameworks to an 
approach informed by education theory, based in the same humanist traditions and sharing 
social work’s commitment to inclusion, equality, and human potential could be a refreshing 
and positive development for social workers at the hard edge of working with vulnerable 
members of society. 
Designing a Suit Fit for the Social Worker as Educator 
Weaving the cloth fit for a new suit for the social worker as educator will involve 
discovering and refining new threads from the rich field of education and rediscovering and 
reshaping educative threads that already exist within the suits hanging in the social worker’s 
wardrobe. The outcome will be a suit that blends the fresh, the traditional, and the innovative 
to create a new approach. From the literature of the education, social work, and social 
pedagogy theorists and writers discussed throughout this thesis, the threads of this suit are 
already beginning to emerge.  
Social work and education theory find a common base in the philosophy of humanists 
such as Maslow and Rodgers. At the core of this philosophy lies the notion of human 
potential for growth. For social workers, as educators, this means that one of the fundamental 
purposes of learning is the achievement of self-awareness and a sense of self-worth through 
development as unique individuals. 
In a similar vein, from an existentialist educational perspective, the role of the social 
worker as educator is to work co-operatively with learners and focus on the cognitive and 
affective needs of each individual as they negotiate the world in search of self-awareness or to 
find meaning in life. 
Within the realist school of educational thought, teachers are considered to be experts, 
full of wisdom and learning and skilled at presenting concepts and methods of reasoning in an 
accessible and enlightening way. Knowledge is considered to grow through the development 
of skills in logic and reasoning and embedded through regular instruction and practice, such 
as in social and living skills programmes.  
The progressive education movement considers dialogue, social interaction, action and 
reflection vital in integrating learning. From the perspective of the philosophers from this 
school, social workers as educators are facilitators of learning rather than authoritative 
figures, offering suggestions, asking questions and using problem-solving or inquiry methods 
of teaching. 
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Sociocultural theories of education lead the social worker as educator to use 
collaborative processes that incorporate scaffolding of learning. This enables service users to 
bridge the gap between what they can already do and what they are setting out to achieve. 
Cognitive theory, from educational psychology, focuses on the organisation of 
knowledge and memory, information processing, problem-solving and decision-making and is 
already used extensively in social work practice. For social workers as educators, this means 
developing an understanding of service users’ different learning styles and ways of dealing 
with information.  
The idealist school of educational theory considers that ideas can change lives and that 
education can be transformational. The role of the social worker as educator, therefore, is to 
be active in discussion and debate, share material that is challenging and thought-provoking, 
act as a role model and establish an environment that is conducive to thinking and the 
exploration of ideas. Through this process, the aim is for the service user to move to new 
levels of awareness and understanding and then to connect analysis with action.  
From the traditions of critical pedagogy theorists it can be seen that the new suit of 
educator will have a thread woven through it that will lead the social worker to create spaces 
in which service users can set aside their limitations and obstacles to learning so that they are 
able to reflect on their life experiences and plan for transformational change. The social 
worker’s role as educator is to act as co-investigator, working alongside service users in 
sharing knowledge and power, valuing difference, and providing resources and support. 
The work of transformational theorists such as Habermas (as cited in Mezirow, 2008) 
will lead the social worker to provide service users with opportunities to examine distorting 
perceptions of themselves and overcome disabling anxiety that might prevent them learning 
new ways of dealing with their changing life situations and rapidly changing social 
environments. This particular thread will ensure that the social worker recognises the vital 
importance of providing service users with access to accurate and full information and with 
the support essential for developing awareness of contexts, openness to alternative points of 
view, and the skills to assess such views objectively.  
Habermas’concept of communicative learning is also important for the social worker’s 
suit as educator (Murphy & Fleming, 2008). Communicative learning requires the social 
worker and service user together to acquire an understanding of the many layers of 
communication affecting and influencing the service user so that through discourse or 
dialectical enquiry shared understandings of that experience can be achieved, challenged and 
developed.  
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The writings of Mezirow (2008) and Sutherland and Crowther (2008) lead the social 
worker to assist service users to take action on their transformed perspectives by facilitating 
the development of each individual’s unique blend of skills, knowledge and ways of thinking 
so that they can deal with their changing life situations and rapidly changing social 
environments. Aspects of this approach are already threaded into social work’s wardrobe 
principally through the use of language and ideas of those who see social workers’ primary 
role as agents of social change (Dominelli, 2002; Thompson, 2009b).  
Schön and Kolb’s experiential learning theories (Schön, 1983) are also based on the 
transformational school of educational thought and are already widely used in the professional 
education of new social workers and the action-reflection models which form the basis of 
social work supervision practice. Whilst the notion of reflective practice in all its various 
forms is not considered in the literature as an approach to working with service users, there is 
much in this professional practice which could easily be translated effectively into direct 
practice settings. 
The European discipline of social pedagogy has reflective practice at its core. 
Understood as the theory and practice of developing the inherent resources people have within 
themselves and creating environments that make connections and support this growth, social 
pedagogy has much to offer in terms of creating a new lens for social work practice in this 
country.  
The final group of educationalists to be considered here are the postmodernists. These 
theorists consider both social work and education as sites for democratic transformation but 
give particular attention to celebrating and working with difference in response to each 
service user’s unique experience. 
As a social work theorist, Howe (2008) weaves rich and vibrant threads into the social 
worker’s new suit as educator that come from an understanding not only of the profession’s 
force for social change, but also its potential as an equally strong force for developing social 
stability, social connectedness, and social capital. Threads from this perspective lead the 
social worker to work with service users to identify alternative solutions to issues, teach 
techniques for solving problems, and educate the public, fund holders and decision makers 
about the availability and quality of needed social services, and about the adequacy or 
otherwise of social policies and programmes for meeting client needs. 
Thompson (2009) is one of the few social work theorists who has actively recognised 
a role for the social worker as educator. He argues that such a suit must be based on the notion 
of partnership. He sees that, as empowering facilitators, social workers will cultivate the 
process of learning in all clients and service users regardless of their backgrounds and 
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beginning capacities. Thompson’s threads will thus lead the social worker to share knowledge 
specific to their field of practice (such as the understanding of how social service 
organisations and policies work) to help clients and service users gain greater control over 
their lives. Wearing the suit of the educator, the social worker’s professional knowledge and 
skills will be harnessed to counterbalance perspectives that traditionally have had the effect of 
“pathologising and disempowering individuals” (Thompson, 2009a, p. 82). 
Limitations of the Current Study 
While the findings of this exploratory study are positive and may open the door for 
exciting developments in practice, it is acknowledged that the research has a number of 
limitations.  
Given the global nature of social work and education, the study would have been 
enriched by access to the literature of both disciplines from a range of languages and cultures. 
However, as the researcher speaks and reads only English, approaches and perspectives on the 
development of social work and education, their theoretical bases and their philosophical 
underpinnings were limited to the English-speaking academic world.  
There is always the concern that a small professional group such as the Aotearoa New 
Zealand Association of Social Workers may become oversampled and individual participants 
affected by survey fatigue. Both factors have the potential to reduce the response rate. As 
discussed in the methodology chapter, a number of strategies were used to overcome these 
challenges. However, in the end, after the data was cleaned and incomplete responses 
discarded, the response rate was 17.3%. This means that, while better than some expectations 
of postal surveys (also discussed in the methodology chapter), the results can only safely be 
considered trends or indicators. 
Gathering demographic information was an integral and necessary part of the survey. 
However, the collection of statistics on ethnicity is highly problematic. The Aotearoa New 
Zealand Statistics Department defines an ethnic group as one that is “made up of people who 
have all or some of the following: a shared culture, such as traditions, customs, beliefs or 
language, a common ancestry or history, a similar geographic, tribal or clan origin” (Statistics 
New Zealand, n.d., para 2). In the 2013 Aotearoa New Zealand census, respondents were able 
to record themselves as belonging to more than one ethnic group and add in ethnicities not 
included in the census form. Given the size of the current research, this approach was not 
feasible here. While demographic information was collected to enable the participant group to 
be compared with other studies undertaken on social work roles in Aotearoa New Zealand, it 
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is acknowledged that participants were limited in their choice of response by the 
predetermined categories of ethnicity. 
It is further acknowledged that for Māori, identity is a complex, many-layered issue 
which this study has not captured effectively. As noted by Robson and Reed for the New 
Zealand Statistics Department (n.d., paras 1–3), whakapapa (genealogy) is central to tangata 
whenua identity, rather than any personal measure of identification, and identification may be 
with an iwi or hāpu, not as a Māori person. 
Māori express a range of identities in different contexts. Identity can be dependent on 
the situation and may develop or change over time. All these positions are valid and 
express the tangata whenua right to be able to name and claim individual and 
collective identities. (Robson & Reed, n.d., paras 1–3) 
A further significant limitation of this particular research was that it primarily looked 
at social worker’s perceptions of their practice in relation to an educator role and associated 
tasks. Employing organisations’ perceptions of the role were explored through content 
analysis of a range of job descriptions, and formal acknowledgement of education theory and 
practice searched for in the documents of the regulatory body for social work in Aotearoa 
New Zealand, the SWRB. However, the perceptions of the service users, who are key actors 
in social service delivery, were not explored. 
The criticism of traditional social work research by . . . service users is that in this 
form of research only the “experts” from training and practice assess the research 
subjects and thus make decisions about their future without seeing and accepting that 
the subjects themselves are the actual experts. (Labonté-Roset, 2007, p. 420) 
The current research thus needs to be extended and developed to include service user 
perceptions relating to an educator role in everyday social work practice. This is discussed 
further in the conclusions and recommendations detailed in Chapter 11.  
Conclusion 
It is considered here that social workers’ skills as educators are integral to practice 
with the full range of service users encountered—individuals at all stages of life, families, 
whānau, and communities. In addition, a role for the social worker as educator fits well within 
the developing global understanding of social work as a force for social stability as well as 
social change. 
The threads to be woven into the new suit for the social worker as educator are only 
just beginning to emerge. Deeper exploration of the theory and practice of education and 
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learning will bring forward exciting new possibilities that will further enhance the social 
worker’s wardrobe. As Coussée, Bradt, Roose, and Bouverne-De Bie (2010) argue, an 
educator role in social work may not always be exemplified in a particular approach or 
method but rather particular methods and approaches may be chosen as a result of thinking 
from an educational perspective or lens.  
Until the experience of social workers as educators in everyday practice with service 
users is recognised and acknowledged, education theory and practice will not be explicitly 
incorporated into social work professional discourse. Garrett (2009) argues that challenging 
institutions to make changes is not easy as “those in positions of structural power (and 
invested with the power of naming and defining) seek to maintain hegemony and identify 
what is permissible” (p. 471). However, he also argues that such hegemony is not static. Thus 
it is vital to engage critically with the social work profession, professional educators, and 
employing and regulatory bodies. While there are challenges and risks in doing this, there is 
also great potential in terms of creating a more responsive, more effective social work 
practice. 
As noted by Beddoe (2013), social workers need to be able to identify their 
“distinctive space” as a profession and strengthen their confidence in their knowledge base in 
order stand effectively alongside other professionals (p. 25). It is hoped that this research 
contributes to that endeavour. 
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Chapter 11: Conclusions and Recommendations 
In Aotearoa New Zealand, social work is a dynamic profession that thrives on 
developing and responding to the challenges of the social world in which it exists (Nash, 
1998). However, to achieve its internationally shared goals of empowerment, social justice 
and anti-oppressive practice (IFSW, 2014), social work must continue to reflect critically on 
its understanding of what best practice entails and how best to achieve it. Harms and Connolly 
(2009a) have suggested that the future of social work in this country lies in the continuing 
development of a distinct perspective based in Aotearoa New Zealand’s unique view of the 
world and “a rich depth of cultural and professional knowledge” (p. 453).  
This thesis has used the construct of the various practice roles or collection of “suits” 
in the social worker’s wardrobe to explore the potential place of a suit tailored for an educator 
role in everyday social work practice in Aotearoa New Zealand. As applied research for social 
work, the project was undertaken with the hope of validating or improving practice. By 
serving as a “springboard” for new and innovative approaches, the intention has been to 
support the profession in responding to contemporary challenges and opportunities (Gredig, 
2011).  
Longhofer and Floersch’s framework for identifying a given practice in social work 
was used to establish the four aims of the study (Longhofer and Floersch, 2012). These aims 
were: 
1. To explore whether social workers in Aotearoa New Zealand perceive that they have a 
role as educators.  
2. To explore the extent to which the various tasks considered to make up such a role are 
undertaken in everyday social work practice and perceived by social workers to 
contribute to successful outcomes for clients and service users. 
3. To explore whether the job descriptions of social workers across fields of practice 
acknowledge and reflect an educator role in everyday practice. 
4. To explore whether the curricula for social work professional education programmes 
recognise the educator role and explore social workers’ perceptions of whether those 
programmes prepare them for such a role. 
 
The findings of the research overwhelmingly support the hypothesis that social 
workers across fields of practice and position descriptions consider they have a role as 
educators in their everyday practice.  
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The findings also support the hypothesis that the range of tasks making up the 
components of an educative role in social work are carried out regularly by social workers and 
are considered important in achieving successful outcomes with service users. 
 The hypothesis that employing organisations do not acknowledge or understand this 
role is also supported, as evidenced by the lack of recognition of the educator role and task in 
position descriptions for social workers across the range of fields of practice and social work 
positions. Furthermore, while the regulatory body for social workers and professional social 
work qualifying degree programmes in this country (the SWRB) broadly recognises the 
importance of social science theory for the profession, it does not specifically make reference 
to education theory as part of this tradition. 
The fourth hypothesis, however, is not supported by the findings of this study. 
Analysis of the data indicates that social workers do perceive their qualifying courses of study 
prepare them adequately for an educator role. This raises interesting questions for further 
exploration and consideration. 
If education is thus considered one of a social worker’s key roles in everyday practice 
and is understood to incorporate a wide range of associated tasks that are both complex and 
demanding, it follows that education theory and frameworks of social pedagogy may hold a 
vast and complementary body of knowledge about effective practice for teaching and learning 
that could be adapted and woven through the largely sociological perspectives of 
contemporary social work in Aotearoa New Zealand. 
Recommendations 
As described in the introduction to this chapter, an exploratory piece of research 
develops preliminary ideas about a subject and leads toward more refined research questions. 
“Practice research means to study by scientific methods the knowledge production of social 
work, to make practices visible and to conceptualise and modernise them so that they respond 
in a better way to the needs of service users” (Driessens, Saurama, & Fargion, 2011, p. 78). 
Replication and extension of the research undertaken here would provide an opportunity to 
confirm the perceptions of respondents and the patterns identified on a more extensive scale. 
A second area for future research would be to extend the current study to include 
service user perceptions of both the extent of the educator role and tasks in social workers’ 
everyday practice and the effectiveness of that role in supporting them to achieve successful 
outcomes. Service users are increasingly recognised as important contributors to social work 
theory and practice (Humphries, 2003). Collaborative research for and with this group would 
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effectively give them a voice in the shape and fit of a new suit as educator for the social work 
wardrobe. 
Another related avenue would be to undertake an evaluative study of social work 
interventions and the effectiveness of social workers in delivering an educative role and 
associated tasks for successful outcomes. For best results, this research would need to be a 
collaborative effort between the researcher, practitioners, and service users.  
Given the potential implications of limited understanding of the realities of everyday 
social work practice for funding and delivery of services, a fourth area for potential research 
could be to explore the perceptions of social work roles by employers of social workers. 
With a number of respected Māori academic and theorists supporting the concept of a 
social pedagogical perspective within social work, and the high level of importance given to 
an educative role and tasks as reported by participants in the field of iwi and Māori social 
services, it may be that researchers from Te Ao Māori might wish to further explore the place 
and significance of this role within their service delivery frameworks. 
There are also a number of questions raised by the current research that could usefully 
be refined and extended in future studies. If neither the profession nor the employing 
organisations recognise that social workers engage in the role of educator as part of their 
everyday practice with service users, how do social workers access professional development 
opportunities in this area and how are they funded? Why do internal agency social work 
supervisors not appear to be engaging in an educative role with their frontline staff to the 
extent that might be expected from the literature and their own reports of the importance of 
the role? Given the findings of this study, is there a place in residential social work in 
Aotearoa New Zealand for extensive incorporation of the frameworks and philosophy of 
social pedagogy? Why are social workers reporting such a low level of engagement in the task 
of educating the public about the adequacy of policies and services for supporting service 
users when this is considered a key aspect of social work’s mission in terms of advocacy for 
the vulnerable and the achievement of a socially just society? 
A Final Reflection 
Tolich and Davidson (2011) contend that research has the potential to improve the 
world by challenging people’s perceptions and providing opportunities to see old problems 
through new lenses. Gibbs (2001) argues that “Social work research will continue to evolve, 
develop, reintroduce old fashions, conjure up new fashions and add to the body of social work 
knowledge, practice and process that we already have” (p. 701). It is argued here that 
recognition and development of an educator role for social work would be a positive step in 
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achieving local and international social work goals. In future decades it is hoped that the suit 
of educator will proudly hang in the social work wardrobe with equal standing alongside 
existing well-established and acknowledged suits.  
Ultimately education is about changing people’s lives (Merriam & Brockett, 2007). 
Until the role is accorded the recognition it deserves, the theory, practice knowledge, and 
skills required to fulfil it successfully will not be given the weight they deserve in social work 
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Appendix B: Materials for Participants 
Information Sheet for On-line Respondents 
10/096          1 August 2011 
INFORMATION SHEET FOR   
PARTICIPANTS  
 
Thank you for showing an interest in this project.  Please read this information sheet carefully 
before deciding whether or not to participate.  If you decide to do so we thank you.  
Completion and return of the questionnaire will be taken as your agreement. If you 
decide not to continue there will be no disadvantage to you of any kind and we thank you for 
considering our request.   
 
What is the aim of the project? 
This project explores the nature and extent of the educative component of social work in day 
to day practice in Aotearoa New Zealand. It is hoped that the study will lead to a better 
understanding of this aspect of our practice and ultimately add to the knowledge base 
informing social work, the training and education of social workers, and most importantly, to 
the quality of service delivery. 
 
The project is being undertaken in fulfilment of the requirements for a University of Otago 
research thesis. 
 
What type of participants are being sought? 
Current members of ANZASW are invited to participate in this research. 
 
What will participants be asked to do? 
If you are willing to take part in this project, you are asked to: 
 complete the attached questionnaire and post it back to the primary researcher in the 
post paid envelope  
or complete the same survey on line at https://www.surveymonkey.com/s/socialworkroles. 
or text the researcher on 027-6341089 to arrange an interview face to face or over the 
phone. 
 
Completion of the the survey should take only 10 minutes of your time at the most. 
In addition, if you are willing to be contacted for a more in depth interview for the second 
phase of this study please give your name, contact details and signed consent at the end of the 
questionnaire.  
 
Can participants change their mind and withdraw from the project? 
You may withdraw from participation in the project at any time without any disadvantage of 
any kind. 
 
What data or information will be collected and what use will be made of it? 
In this survey you will be asked to look at a series of statements about social work tasks and 
reflect on your practice in relation to them. Non identifying personal information such as your 
field of practice and where you undertook your qualifying course of study will also be 
collected so that comparisons can be made. 
Only the principal researcher and her supervisors will have access to your individual 
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response. It will be securely stored in such a way that only those mentioned above will be 
able to gain access to it.   
 
At the end of the project any personal information will be destroyed immediately except that, 
as required by the University's research policy, any raw data on which the results of the 
project depend will be retained in secure storage for five years, after which it will be 
destroyed. 
 
Reasonable precautions will be taken to protect and destroy any data gathered by email.  
However, the security of electronically transmitted information cannot be guaranteed.  
Caution is advised in the electronic transmission of sensitive material.  
 
The results of the project may be published and will be available in the University of Otago 
Library (Dunedin, New Zealand); however, every attempt will be made to preserve your 
anonymity. 
 
You are most welcome to request a copy of the results of the project should you wish. 
 
What if Participants have any Questions? 
If you have any questions about our project, either now or in the future, please feel free to 
contact either:- 
Sarah Fraser   or   Lynne Briggs 
Programme Coordinator, Associate Professor Griffith 
Social Work  University and Visiting Associate 
Nelson Marlborough Institute of  Professor 
Technology Department of Social Work and 
Community Development 
Otago University 
Telephone: 03-5469175 ext 619   Telephone: 0061 7 55527466 
sarah.fraser@nmit.ac.nz           lynne.briggs@otago.ac.nz 
  
 
This study has been approved by the University of Otago Human Ethics Committee. If 
you have any concerns about the ethical conduct of the research you may contact the 
Committee through the Human Ethics Committee Administrator (ph 03 479 8256). Any 
issues you raise will be treated in confidence and investigated and you will be informed 















Respondents will go in a draw to win one of two prizes: 
Half of your ANZASW fees for next year OR book 
vouchers to the same value 
 




INFORMATION SHEET FOR   
PARTICIPANTS  
 
Thank you for showing an interest in this project.  Please read this information sheet carefully before 
deciding whether or not to participate.  If you decide to do so we thank you.  Completion and return 
of the questionnaire will be taken as your agreement. If you decide not to continue there will be no 
disadvantage to you of any kind and we thank you for considering our request.   
 
What is the aim of the project? 
This project explores the nature and extent of the educative component of social work in day to day 
practice in Aotearoa New Zealand. It is hoped that the study will lead to a better understanding of this 
aspect of our practice and ultimately add to the knowledge base informing social work, the training 
and education of social workers, and most importantly, to the quality of service delivery. 
 
The project is being undertaken in fulfilment of the requirements for a University of Otago research 
thesis. 
 
What type of participants are being sought? 
Current members of ANZASW are invited to participate in this research. 
 
What will participants be asked to do? 
If you are willing to take part in this project, you are asked to: 
complete the attached questionnaire and post it back to the primary researcher in the post paid 
envelope  
or complete the same survey on line at https://www.surveymonkey.com/s/socialworkroles. 
or text the researcher on 027-6341089 to arrange an interview face to face or over the phone. 
 
Completing the survey should take only 10 minutes at most of your time. 
 
If in addition you are willing to be contacted for a more in depth interview for the second phase of this 
study you are asked to give your name, contact details and signed consent at the end of the 
questionnaire.  
 
Can participants change their mind and withdraw from the project? 
You may withdraw from participation in the project at any time and without any disadvantage of any 
kind. 
 
What data or information will be collected and what use will be made of it? 
In this survey you will be asked to look at a series of statements about social work tasks and reflect on 
your practice in relation to them. Non identifying personal information such as your field of practice 
and where you undertook your qualifying course of study will also be collected so that comparisons 
can be made. 
Only the principal researcher and her supervisors will have access to your individual response. It will  
be securely stored in such a way that only those mentioned above will be able to gain access to it.  
 
At the end of the project any personal information will be destroyed immediately except that, as 
required by the University's research policy, any raw data on which the results of the project depend 
will be retained in secure storage for five years, after which it will be destroyed. 
 
Reasonable precautions will be taken to protect and destroy any data gathered by email.  However, 
the security of electronically transmitted information cannot be guaranteed.  Caution is advised in the 
electronic transmission of sensitive material.  
 
The results of the project may be published and will be available in the University of Otago Library 
(Dunedin, New Zealand) but every attempt will be made to preserve your anonymity. 
 
You are most welcome to request a copy of the results of the project should you wish. 
 
What if Participants have any Questions? 
If you have any questions about our project, either now or in the future, please feel free to contact 
350	
either:- 
Sarah Fraser    or  Lynne Briggs 
Programme Coordinator, Social Work   Visiting Associate Professor 
Nelson Marlborough Institute of     Department of Social Work and Community 
Technology              Development    
       Otago University 
Telephone: 03-5469175 ext 619                      Telephone: 03-4797651 
sarah.fraser@nmit.ac.nz           lynne.briggs@otago.ac.nz 
  
 
This study has been approved by the University of Otago Human Ethics Committee. If you have 
any concerns about the ethical conduct of the research you may contact the Committee 
through the Human Ethics Committee Administrator (ph 03 479 8256). Any issues you raise will 




CONSENT FORM FOR 
INTERVIEW PARTICIPANTS 
 
I have read the information sheet concerning this project and understand what it is about.  All my 
questions have been answered to my satisfaction.  I understand that I am free to request further 
information at any stage. 
I know that:- 
1. My participation in the project is entirely voluntary; 
 
2. I am free to withdraw from the project at any time without any disadvantage; 
 
3. Personal identifying information will be destroyed at the conclusion of the project but any raw data 
on which the results of the project depend will be retained in secure storage for five years, after 
which they will be destroyed; 
 
4. The results of the project may be published and will be available in the University of Otago Library 
(Dunedin, New Zealand) but every attempt will be made to preserve my anonymity.  
 
I agree to take part in this project. 
 
 
.............................................................................    ............................... 





This study has been approved by the University of Otago Human Ethics Committee. If you have 
any concerns about the ethical conduct of the research you may contact the Committee 
through the Human Ethics Committee Administrator (ph 03 479 8256). Any issues you raise will 



































































Structured Interview Format 
 
Explanatory Introduction 
Social Workers undertake a range of tasks with a wide variety of client groups 
including children and young people,  individuals, couples, whānau, families, communities, 
students, other social workers, policy making bodies, councils, government ministers and 
others. For the purposes of this interview, as in the questionnaire, clients are generically 
referred to as ‘service users’. 
A number of social work writers identify a role for social workers as teacher. This role 
includes such tasks as providing information, giving advice, identifying alternative solutions 
to issues and teaching techniques for solving problems, educating the public about the 
availability and quality of social services and the adequacy of social policies and programmes 
for meeting service users’ needs. You may remember you were asked whether any of these 
tasks were part of your current job in the questionnaire you completed earlier. 
Writers in education have a wider view and talk about a role of ‘an educator’ that 
includes the above tasks but takes the concept further. It is their ideas that I am particularly 
interested in exploring some more with you in relation to social work. 
Authors such as Freire, Habermas and Mezirow talk about education as a process in which 
people are given the opportunity to understand their circumstances through reflection and 
discussion and then assisted to develop new skills, knowledge and ways of thinking so that 
they can successfully manage their situations and make positive choices.  
In recent years other writers have expanded these ideas further by linking the role of an 
educator with the idea of assisting people to develop a sense of identity, life stories and future 
possibilities.  
I am interested in hearing more about your thoughts on the social worker’s role as an educator 




Part  A 
Included in the survey were a series of task statements. I am going to read 6 of them 
back to you now and ask you to respond to some questions about them. 
 
1. I provide opportunities for service users to reflect on their life experiences and 
plan for change  
 
You rated your response to this statement as .................... 
Could you give me an example from your practice of a time when you undertook this 
task with a service user or group? 
 
Would you have considered this task as part of an ‘educator’ role in social work before 
taking part in this survey? 
Yes/no 
Comments:    
 
Would you now consider it part of an educator role? 
Yes/no 
Comments:    
 
2. I work with service users to overcome anxiety and fear that might be preventing 
them from learning new ways of approaching life or dealing with problems 
 
You rated your response to this statement as .................... 
 
Could you give me an example from your practice of a time when you undertook this 
task with a service user or group? 
 
Would you have considered this task as part of an ‘educator’ role in social work before 
taking part in this survey? 
Yes/no 
Comments:    
 
Would you now consider it part of an educator role? 
Yes/no 
Comments:    
 
3. I assist service users to explore and discover potential choices available to them 
 
You rated your response to this statement as .................... 
 
Could you give me an example from your practice of a time when you undertook this 
task with a service user or group? 
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Would you have considered this task as part of an ‘educator’ role in social work before 
taking part in this survey? 
Yes/no 
Comments:    
 
Would you now consider it part of an educator role? 
Yes/no 
Comments:    
 
4. I work with service users to help them develop openness to alternative points of 
view and/or options 
 
You rated your response to this statement as .................... 
 
Could you give me an example from your practice of a time when you undertook this 
task with a service user or group? 
 
Would you have considered this task as part of an ‘educator’ role in social work before 
taking part in this survey? 
Yes/no 
Comments:    
 
Would you now consider it part of an educator role? 
Yes/no 
Comments:    
 
5. I work with service users to assist them in developing their ability to assess 
options and/or differing viewpoints objectively 
 
You rated your response to this statement as .................... 
 
Could you give me an example from your practice of a time when you undertook this 
task with a service user or group? 
 
Would you have considered this task as part of an ‘educator’ role in social work before 
taking part in this survey? 
Yes/no Comments:    
Would you now consider it part of an educator role? 
Yes/no 
Comments:    
 
6. I work with service users to assist them develop their own unique blend of skills, 
knowledge and ways of thinking so they can successfully deal with their changing 
life situations 
 
You rated your response to this statement as .................... 
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Could you give me an example from your practice of a time when you undertook this 
task with a service user or group? 
 
Would you have considered this task as part of an ‘educator’ role in social work before 
taking part in this survey? 
Yes/no 
Comments:    
 
Would you now consider it part of an educator role? 
Yes/no 
Comments:    
Part B 
 
In the written questionnaire you answered that you undertook the following tasks as 
part of your current social work role (researcher to have crossed out the task statements not 
applicable prior to the interview). I am going to read these to you one at a time and then 
ask you to choose the statement that follows that best fits your experience. 
 
I give service users detailed information relating to the issue or situation they are 
dealing with 
I had considered this as part of an educator role in social work before taking part  
in this study 
I had not considered this as part of an educator role in social work before taking part in 
this study 
I do now consider that this is part of an educator role in social work. 
I do not now consider that this is part of an educator role in social work. 
I give service users information and explanations about resources available to them  
I had considered this as part of an educator role in social work before taking part  
in this study 
I had not considered this as part of an educator role in social work before taking part in 
this study 
I do now consider that this is part of an educator role in social work. 
I do not now consider that this is part of an educator role in social work. 
I advise service users about their rights and/or responsibilities in their current situation  
I had considered this as part of an educator role in social work before taking part  
in this study 
I had not considered this as part of an educator role in social work before taking part in 
this study 
I do now consider that this is part of an educator role in social work. 
I do not now consider that this is part of an educator role in social work. 
I teach service users techniques for solving problems 
I had considered this as part of an educator role in social work before taking part  
in this study 
I had not considered this as part of an educator role in social work before taking part in 
this study 
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I do now consider that this is part of an educator role in social work. 
I do not now consider that this is part of an educator role in social work. 
I teach service users techniques to develop and use their own unique strengths 
I had considered this as part of an educator role in social work before taking part  
in this study 
I had not considered this as part of an educator role in social work before taking part in 
this study 
I do now consider that this is part of an educator role in social work. 
I do not now consider that this is part of an educator role in social work. 
I work with service users to develop their knowledge and skills for ensuring the safety of 
vulnerable adults or children 
I had considered this as part of an educator role in social work before taking part  
in this study 
I had not considered this as part of an educator role in social work before taking part in 
this study 
I do now consider that this is part of an educator role in social work. 
I do not now consider that this is part of an educator role in social work. 
I inform/raise public awareness about the adequacy and availability of policies and 
programmes for meeting service user needs 
I had considered this as part of an educator role in social work before taking part  
in this study 
I had not considered this as part of an educator role in social work before taking part in 
this study 
I do now consider that this is part of an educator role in social work. 
I do not now consider that this is part of an educator role in social work. 
I teach service users specific skills. 
I had considered this as part of an educator role in social work before taking part  
in this study 
I had not considered this as part of an educator role in social work before taking part in 
this study 
I do now consider that this is part of an educator role in social work. 
I do not now consider that this is part of an educator role in social work. 
 
Thank you very much for taking part in this study. I appreciate the time you have given 
me and the thoughtfulness of your answers. 
Please before we end could you check my notes of your comments and sign the bottom of 





Appendix C: Publications, Conference Presentations, and Awards 
 
Publications, conference presentations and awards arising from the research to date. 
 
Publications 
Fraser, S. (2011). What do we see when we look in the mirror? Is there a suit missing from 
the social worker’s wardrobe? A critical reflection on the missing role of the social worker as 
educator in every day practice. Advances in Social Work and Welfare Education, 13(1), 71–




Fraser, S., & Briggs, L. (2016). Bi-culturalism and accountability: Fundamental changes 
in social work practice in Aotearoa New Zealand 1984–1990. Aotearoa New Zealand Social 
Work, 28(1), 43–51. 
 
Fraser, S., & Simpson, S. (2014). “Always take the weather with you”: Aotearoa New 
Zealand Social Work in a dynamic global society. Social Work Review, 26(2&3), 29–38. 





Oral presentation: A history of the Aotearoa New Zealand Association of Social Workers—
The decade 1984–1993. At the Aotearoa New Zealand Association of Social Workers’ 
National Conference, Christchurch, New Zealand, November 2015. 
 
Oral presentation: Voyages in the South Pacific—A study of Aotearoa New Zealand Social 
Work in Te Ao Hurihuri (the changing world). At the Joint Global Social Work, Education 
and Social Development Conference, Melbourne, Australia, 2014. 
 
Oral Presentation:  Is there a place for social work’s twin sister in Aotearoa New Zealand? At 
the Social Work Registration Board Conference, Wellington, New Zealand, November 2013. 
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Oral Presentation: Is there a suit missing in the social worker’s wardrobe? At the Asia Pacific 
International Social Work Educators Conference, Vietnam June 2012 
 
Awards 
Jo Campling Social Work Education Research Student Award (Social Work Education: The 
International Journal) 2012. 
